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ABSTRACT
SCHOOL COUNSELORS-IN-TRAINING: PERCEPTIONS
OF THEIR ACADEMIC PREPARATION AND TRAINING USING
THE ASCA NATIONAL MODEL DURING INTERNSHIP

Chantelle M. Peterson, Ed.D.
Department of Counseling, Adult and Higher Education
Northern Illinois University, 2015
Teresa A. Fisher, Director

This study examined how school counselor trainees perceived their knowledge, confidence, and
ability to implement and engage in the American School Counselor Association (ASCA)
National Model activities at their internship sites. In addition, participants gave their perceptions
of duties/activities that are not part of the ASCA National Model such as non-counseling and
case manager duties. Overall, this study agrees with previous research showing that school
counselor trainees have the knowledge and confidence regarding the ASCA National Model;
however, they were lacking the opportunity to implement and engage in some of the model’s
activities. Most of the participants were expected to complete the non-counseling duties at a high
rate; even though, they were not exposed to these duties during their academic training.
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CHAPTER 1
INTRODUCTION

School counselors-in-training (SCIT) often enter their internship site with a vision of
using a developmental school model to guide them with their role and responsibilities as future
professional school counselors (PSCs) (Crissman, Spires, Pope, & Beal, 2000). The reality of
these role and responsibilities, however, may be different from the perceptions they
acquired during their academic preparation and training program. Additionally, SCIT may lack
an overall understanding of what it means to be a part of a school system or in the school
environment, since it is not a requirement for SCIT to be trained as a teacher in the state of
Illinois (American School Counselor Association [ASCA], 2012; Illinois School Board of
Education, 2002). Therefore, some SCIT need supervisors to provide a better understanding of
their role and responsibilities within the school environment so they will have a more effective
experience (Peterson, Goodman, Keller, & McCauley, 2004). Woodside, Ziegler, and Paulus
(2009) believed more research needs to be done on the perceptions of SCIT regarding their
academic preparation and training program to gain information on SCIT experience.
The perceptions of SCIT regarding their academic preparation and training program have
been affected by the relationships formed during their internship. Woodside et al. (2009) found
four relationships that affected SCIT view of the school counseling profession during their
internship. These relationships were the school community, supervision, internship site, and
colleagues of SCIT. The school community includes both parents and businesses around the
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school. If the SCIT wanted to connect the school community with students, it was often difficult
because the SCIT lacked the authority to connect important relationships between the school and
the community.
The relationship between SCIT and site supervisors during internships was an issue
because SCIT did not feel their site supervisors were engaging them in their learning. Woodside
et al. (2009) found that SCIT often raised questions about their role and responsibilities in the
schools, but their site supervisors were not helpful. If SCIT did not receive support or were not
engaged by their site supervisors, building relationships at the school became difficult. An
important role of SCIT supervisors is to help build relationships between SCIT and school
faculty. When these supervisors were not active in fostering this relationship, SCIT became
isolated and could not rely on the faculty for help, turning instead to fellow SCIT for guidance
(Woodside et al., 2009). This lack of support created a problem because the SCIT had to turn to
someone from a completely foreign environment, which in turn created issues because no one
school is exactly alike another. SCIT should have a support system put in place for them by their
supervisors in order to ensure a smooth transition into adequately implementing programs that
are beneficial to both students and schools (Wood & Rayle, 2006). SCIT experience many of the
same problems as others within the school. If constructive relationships are forged by the
supervisors beforehand, the SCIT experience would be more productive. They could spend less
time trying to gain the trust of the faculty and staff, and focus more on the students and their role
with them. This allows for open and honest communication, and can allow more positive
than negative experiences at their internship site (Woodside et al., 2009).
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Counselor educators should have an understanding of the expectations SCIT have of their
academic preparation and training program before beginning their internship (McGlothlin &
Davis, 2004; Perusse, Goodnough, & Noel, 2001). SCIT should feel comfortable asking their
professors questions and expecting feedback. Unfortunately, SCIT do not always feel able to
freely discuss their experiences and concerns during the internship with their university
supervisors (Woodside et al., 2009). There is a communication breakdown that damages SCIT in
their ability to be prepared and trained adequately (Adams, 2005; McGlothlin & Davis, 2004;
Peterson et al., 2004; Woodside et al., 2009). SCIT are looking for counselor educators to
provide them with the best learning environment, but this disconnect causes an arrested
development for the SCIT. Woodside et al. (2009) stated that real learning can begin only when
counselor educators fully understand what SCIT expect and what they need to know in regard to
their academic preparation and training program.
Background

The role of a PSC has evolved since the 1990s within the United States (Cobia &
Henderson, 2003). The change has impacted how the school community understands the role and
responsibilities of PSCs. To close the gap, the ASCA and Education Trust collaborated to create
the ASCA National Model and Transforming the School Counseling Profession Initiative, giving
a definition of the PSCs’ role and responsibilities that provides the K-12 educational system with
ways to evaluate accountability for PSCs (ASCA, 2005; Studer & Sommer, 2000). According to
Granello and Granello (2001), SCIT are taught the role and responsibilities of PSCs during their
school counseling program. While the techniques to become PSCs are taught by school
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counseling programs, there are problems with SCIT applying these skills during internship. The
authors suggested these problems include determining how to measure effectiveness within the
school counseling field, such as outcome performance, counseling functions, best practices, and
technique competence. There is a need for research on developmental models so PSCs and SCIT
can measure their knowledge on their role and responsibilities (Bringman & Sang, 2008;
Granello & Granello, 2001). The next step would be to determine what is working or not so SCIT
are taught the best practices and techniques for them to be effective PSCs (Granello & Granello,
2001).
Several key areas make someone an effective PSC (McGlothlin & Miller, 2008). First,
one’s educational background is an important component for teaching SCIT how to fuse their
academic preparation and training program with practice to become an effective PSC. School
counseling programs are unique and take different approaches on how to prepare SCIT for the
school counseling field. Also, the backgrounds of faculty and staff members are an important
determination of how SCIT are academically prepared and trained to be effective PSCs
(McGlothlin & Miller, 2008). The individual school counseling program is vital to the success of
the SCIT in the school counseling setting (Brott, 2006). Another attribute of an effective PSC has
been the knowledge of ethical practices, especially given the multiple role and responsibilities of
PSCs (Brott, 2006; McGlothlin & Miller, 2008). PSCs should strive to stay current on the
literature, laws, and ethics of their profession, and belong to professional counseling associations
(Lambie & Williamson, 2004; Remley, Hermann, & Huey, 2003). The authors argued that PSCs
must know what steps to take if they have an ethical dilemma. They must be able to protect their
students, colleagues, school, and self.
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As defined by the ASCA National Model, PSCs may be effective when they are allowed
to do their jobs (Brott, 2006; McGlothlin & Miller, 2008). In order to accomplish PSCs’ role and
responsibilities, a definition of these role and responsibilities needs to be provided (McGlothlin
& Miller 2008). PSCs should know what is and is not expected of them by their leadership, not
only for their students and school district, but for all stakeholders, including: students, parents,
teachers, administrators, school personnel, and the community (Ballard & Murgatroyd, 1999;
Mitcham, Portman, & Dean, 2009). PSCs need to educate stakeholders on how their roles can
positively affect their students, thus improving the school environment. Stakeholders are looking
for ways they can improve schools, and PSCs can play a major part in changing schools for the
better. Studer and Sommers (2000) stated that PSCs need to be able to effectively articulate their
role and responsibilities to close the gap between what they should and should not be doing
within the K-12 educational system. They need to be accountable for their work in the school
building, and be evaluated by someone with a school counseling background.
Brott (2006) stated PSCs’ work should be driven by accountability in the school. This
would include an evaluation and review by a supervisor for one’s performance. PSCs must take
an active role in defining their positions to school administrators, who are often confused about
the role and responsibilities of PSCs. They must reflect on their professional obligations and
establish their own identities in the workplace (Brott, 2006; Magnuson, Black, & Norem, 2004).
Many PSCs are given the privilege to influence the next generation of PSCs by supervising SCIT
during their internship, then are evaluated by supervisors without school counseling training or
who lack an understanding of the role and responsibilities that should be focused on (Magnuson
et al., 2004). The expectations and demand for PSCs within the educational system are high
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(Beesley, 2004); therefore, PSCs must understand how they are accountable for their work and
the need for additional professional development in the school counseling field on best practices
(Beesley, 2004; Magnuson, Norem, & Bradley, 2001).
Best Practices
Researchers have recognized that counseling education program administrators need
assistance in increasing their knowledge and understanding of their SCIT identities and beliefs
within the ASCA National Model (Main, 2004; Stone & Hanson, 2002). SCIT should know the
best practices and techniques. The ASCA National Model has been the most thorough
developmental model for PSCs and their counseling programs (Dahir, Burnham, & Stone, 2009;
Dahir & Stone, 2003; Dimmitt & Carey, 2007; Hatch & Chen-Hayes, 2008; Stone & Hanson,
2002). The ASCA National Model requires PSCs to gain knowledge and understanding of
developing data skills that will be used to manage school counseling programs and be
accountable for those programs (Hatch & Chen-Hayes, 2008). PSCs are given objectives with the
ASCA National Model on how to be more effective in their practice and training. These
objectives allow PSCs to use the ASCA National Model as leverage to redefine their role and
responsibilities in their schools and to decrease many of the non-counseling responsibilities
(Dimmitt & Carey, 2007). These authors also believe that the ASCA National Model is the
model counselor education programs should be using to guide training that prepares SCIT for
their internship experiences using this model.
Hatch and Chen-Hayes (2008) found that a problem for many PSCs was the fear of
accountability and analyzing data with the ASCA National Model. The common reasons for this
fear was the lack of training on collecting, analyzing, and interpreting the data; the time required
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to measure the data and determine results; and, that once the stakeholders become aware of the
results, there would be no change in their role and responsibilities in the workplace (Dahir et al.,
2009; Hatch and Chey-Hayes, 2008). It is believed that over time the attitudes of PSCs would
change as they become comfortable implementing the model (Hatch & Chen-Hayes, 2008). PSCs
believe practices with professional development of the ASCA National Model will change and
that they will gain knowledge and understanding to decrease the fear factor of PSCs (Dahir et al.,
2009).
School Counselors-in-Training need supervision by site supervisors who are comfortable
with the ASCA National Model (Dahir et al., 2009). Site supervisors could be supervising SCIT
who are not trained in the ASCA National Model, but whose internship sites utilize it (Hatch &
Chen-Hayes, 2008). SCIT without knowledge and skills in the ASCA National Model need
professional development to be effective at their internship site (Dahir et al., 2009). Therefore,
when SCIT are faced with challenges, their strong knowledge of the ASCA National Model
would allow them to develop an actual plan to implement change. The perception of SCIT
preparation and training program is important for SCIT to review and process their internship
experience by using the ASCA National Model, then recognizing their strengths and weaknesses
(Dahir et al., 2009; Hatch & Chen-Hayes, 2008).
Current Research
In previous studies, reviews on the effectiveness of the ASCA National Model in
counseling education programs were mixed (Dahir et al., 2009; Dahir & Stone, 2003). The mixed
reviews related to how the ASCA National Model affected elementary, middle, and high school
PSCs differently because each level focused on and implemented certain areas of the model, and
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on how counselor educators could support PSCs. For example, elementary PSCs need
professional development on content within the academic and career development domains of the
ASCA National Model, whereas high school PSCs need professional development in the
personal/social development domain (Dahir et al., 2009). PSCs need knowledge, training, and
support on the components of the model to assist those SCIT who are trained in it. Jackson et al.
(2002) found that PSCs expected to supervise SCIT and provide guidance for them on the ASCA
National Model, but PSCs had some concerns on working with the SCIT. Their concerns
included having to supervise SCIT when the PSCs themselves were already struggling with their
own role and responsibilities, as well as having to use the ASCA National Model. In some cases,
SCIT were looking for guidance on the ASCA National Model from their site supervisor during
their internship. If site supervisors were struggling with their own development of the ASCA
National Model, then it is possible that SCIT will also struggle with their identities, roles, and the
ASCA National Model. SCIT who gain knowledge and understanding of a developmental model
such as the ASCA National Model will benefit from the support and be able to facilitate changes
within the educational system. SCIT perceptions of their academic preparation and training
program using the ASCA National Model during their internship could change depending on
how well trained site supervisors are to supervise SCIT (Jackson et al., 2002).
Another study reported confusion among PSCs, SCIT, and principals on PSCs’ role and
responsibilities. Monteiro-Leitner, Asner-Self, Milde, Leitner, and Skelton (2006) found three
reasons for the confusion: (a) all stakeholders were not aware of PSCs’ role and their schedules;
(b) there was a power differential among the stakeholders; and (c) depending on the needs of the
school districts, the PSCs’ duties were different. The role confusion of PSCs needs to be
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reviewed by all stakeholders, with counselor educators looking at ways to take an active role in
defining the role and responsibilities of PSCs. This current study allowed SCIT to give their
perceptions of their academic preparation and training program during internship and gave
stakeholders the expectations of PSCs and SCIT. SCIT have a unique perception of counseling
educations’ programs and internship sites due to their relationships with their counselor educators
and site supervisors.
Statement of the Problem
The perceptions of SCIT of school counseling academic preparation and training
programs during their internship are both an important and challenging aspect of their career
journey (Bryant & Constantine, 2006). Limited research (eight articles to date) has been
conducted on how SCIT preparation before internship impacted their internship experience.
Three articles are theory-based (Henriksen, Wiesner, & Kinsworthy, 2008; Lewis, 2004; Murphy
& Kaffenberger, 2007); three articles are reviews on previous research about SCIT (Coker &
Schrader, 2004; Jackson et al., 2002; Van Velsor & Cox, 2000); and two are about the experience
of SCIT (Kahn, 1999; Woodside et al., 2009). The limited research showed that additional
research was needed on the perceptions of SCIT academic preparation and training program
during their internship.
The theory-based articles focused on assessing SCIT academic preparation and training
programs and how prepared they were for receiving quality training from their counseling
education programs (Henriksen et al., 2008; Lewis, 2004; Murphy & Kaffenberger, 2007). The
articles that reviewed previous research on SCIT found that the connection between academic
preparation and training programs for SCIT and their internships needs to be more structured.
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The previous researchers have stated that there is a lack of training for SCIT that needs to be
addressed (Coker & Schrader, 2004; Jackson et al., 2002; Van Velsor & Cox, 2000). The articles
on the SCIT experience explored the accountability on how SCIT are supervised by their
university and site supervisors (Kahn, 1999; Woodside et al., 2009). That supervision is a crucial
part of the academic preparation and training programs for SCIT, and getting the perceptions of
SCIT on their supervision experience would be vital for improving counseling education
programs.
Research is needed that focuses on the perceptions of SCIT internship experience in order
to improve the quality of such experience, perhaps decrease challenges within it, and improve the
educational system's approach to the role and responsibilities of PSCs in preparing and training
SCIT. In order to ensure that future PSCs are actively at the table of educational reform, SCIT
need to be prepared while in their counseling education programs with updated resources and
professional development on the best practice in the school counseling field. The quality of SCIT
internship experience is essential to their perception upon entering the school counseling field
(McGlothlin & Miller, 2008; Milsom & Akos, 2005). According to Milson and Akos (2005), to
improve the school counseling field, there needs to be deeper insight into the differences in
internship experiences that lead to the perceptions of SCIT about their academic preparation and
training programs. This study gathered information on SCIT perceptions regarding training and
their internship experience, especially as they related to the ASCA National Model.
The researcher found major issues on the perceptions of SCIT regarding their academic
preparation and training program during internship. The three major issues were the lack of
information on the SCIT clinical experience, a need for appropriate supervision, and usage of a
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developmental model during internship. First, counseling educators and researchers lack the
understanding and experience of SCIT on their academic preparation and training program
during their internships (Akos & Scarborough, 2004). Research had been needed on the
perception of SCIT utilizing a developmental school model during their internship. Counseling
educators and researchers want to know why the academic preparation and training program
reflects little on the national trends in SCIT using a model during internship (Akos &
Scarborough, 2004; Jackson et al., 2002). They want to know if monitoring the success rate of
SCIT programs by reviewing school counseling curricula would be an important component
(Jackson et al., 2002).
School counseling curricula show that SCIT have limited experience with individual
counseling and lack sufficient internship supervision (Studer & Oberman, 2006; Wood & Rayle,
2006). During internship, SCIT reported they felt unprepared due to the lack of supervision by
internship site supervisors (Jackson et al., 2002; Studer & Oberman, 2006; Wood & Rayle,
2006). Researchers found that counseling education programs knew that SCIT were faced with
challenges such as a lack of supervision during their internship (Jackson et al., 2002; Studer &
Oberman, 2006; Wood & Rayle, 2006). Counseling education programs need concrete
information and details of what portion of their programs are challenging for SCIT. Gaps
between academic preparation and training programs could be affecting professional identities
and the scope of practice of SCIT (Akos & Scarborough, 2004). SCIT have a perception of their
internship strengths and need more effective internship experience with following the ASCA
National Model.
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Dahir et al. (2009) studied the readiness of PSCs to implement the ASCA National Model
by reviewing their perceptions of the model. The challenge for SCIT were integrating academic
preparation and training programs with the development model during internship. University and
site supervisors need to collaborate with each other so they can provide SCIT with an effective
internship experience. The developmental model learned in counseling education programs
varies, depending on the type of program and state. The ASCA National has been posited as the
developmental model for school counseling (Brott, 2006; McGlothlin & Miller, 2008). SCIT
need to learn how to integrate the academic preparation and training program into internship,
which would allow a positive perception by SCIT on the school counseling field and give other
school counseling personnel information on how to better service SCIT.
Purpose of the Study
The purpose of this study was to examine perceptions of SCIT regarding their academic
preparation and training program with implementing the ASCA National Model within their
internship. The ASCA National Model is a vision on the role and responsibilities of PSCs and its
use within a comprehensive, developmental school counseling program (ASCA, 2005). ASCA
(2005) recognized the ASCA National Model as the model to prepare and train SCIT; however,
not all school counseling programs are using the ASCA National Model in their programs, which
means that the ASCA National Model may or may not be used by the SCIT and at the internship
site. Also, it is important to recognize that some PSCs who serve as internship supervisors lack
the knowledge and skills of the ASCA National Model, too. This study examined at the academic
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preparation and training program, PSCs’ activities, and internship experiences with SCIT within
Illinois.
Research Questions
This study answered questions that provided insight into the perceptions of SCIT on
how their academic preparation and training program led them to their internship experiences.
The following questions were studied:
1. To what extent do counselor trainees perceive themselves to be knowledgeable about the
ASCA National Model?
2. How confident are counselor trainees in implementing the ASCA National Model?
3. To what extent do individuals who have undergone school counseling training implement
the ASCA National Model?
4. To what extent do individuals who have undergone school counseling training actually
engage in—and prefer to engage in—school counseling activities?
Rationale and Theoretical Framework
This study focused on SCIT perceptions of their academic preparation and training
program using the ASCA National Model during their internships. The internship experience
could have a great impact on their academic preparation and training perceptions of their
counseling education programs (Murphy & Kaffenberger, 2007; Studer & Sommer, 2000). The
academic preparation and training programs of SCIT influences the internship experience in
addition to the type of supervision received by the university and site supervisor during
internship (Jackson et al., 2002; Murphy & Kaffenberger, 2007; Wood & Rayle, 2006). This
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study provided information on the academic preparation and training program of SCIT using the
ASCA National Model during their internships.
The K-12 grade educational systems have been dealing with issues that were not present
decades ago (DeMato & Curcio, 2007; Rayle, 2006). These changes in the K-12 educational
system directly affect how counselor education programs prepare, train, and integrate SCIT into
the field. School districts have pressures and stresses to improve school scores that are affecting
some students, parents, and educators (Educational Testing Service, 2005). For example, school
violence increased in the last decade, which leaves education professionals looking for assistance
from PSCs, and many PSCs are not prepared to deal with these types of crises (DeMato &
Curcio, 2007). Because education professionals look at the school counseling professional to give
some guidance on how to deal with the personal and emotional concerns of students, counselor
educators need to revamp their school counseling curricula to prepare SCIT for the changes
expected and required of them (DeMato & Curcio, 2007).
This theoretical perspective of using the ASCA National Model to define the role and
responsibilities of PSCs has been the trend in the school counseling field (Brott, 2006; Lambie &
Williamson, 2004). The ASCA National Model is the model used in the preparation and training
program of SCIT and it is expected to be used during internship to enable the SCIT to become
effective PSCs. The role and responsibilities of PSCs are defined by the ASCA National Model,
and it has been found to be an effective model for performing their role and responsibilities
(DeVoss & Andrews, 2006). The current study provided counseling educators and PSCs with
information on how to better service SCIT during their internship, with the counselors’ activities
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defined by the ASCA National Model as well as the non-guidance activities (Janson, Stone, &
Clark, 2009; McGlothlin & Miller, 2008).
Definitions
Academic preparation and training program is the mission of school counseling
programs, to prepare SCIT for K-12 educational systems as educational leaders and selfreflective practitioners (CACREP, 2009).
The American School Counselor Association (ASCA) is the foundation that expands
the image and influence of PSCs through advocacy, leadership, collaboration, and systemic
change (ASCA, 2012).
The American School Counselor Association (ASCA) National Model provides PSCs
and SCIT with a blueprint to develop and implement activities in the school counseling programs
at all grade levels (ASCA, 2005). ASCA believes that comprehensive school counseling
programs should be data-driven based on the ASCA National Model (ASCA, 2005).
Internship is the clinical experience of school counseling programs for SCIT. It assists in
developing and implementing the counseling skills of SCIT and then integrating the knowledge,
skills, and values that were learned in their preparation and training programs (Bernard &
Goodyear, 2014; Jackson et al., 2002; Russell-Chapin & Ivey, 2004).
Perception is “the act or faculty of apprehending by means of the senses or of the mind”
(Collins English Dictionary, n.d.).
School Counselors-In-Training (SCIT) are defined as graduate students in counseling
education programs who have completed over a year of coursework, are currently taking
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internships in a K-12 educational systems, and are supervised by PSCs with school counseling
supervision training (Internship Manual for Site Supervisor, n.d.; Jackson et al., 2002; Trevisan,
2000).
Stakeholders are those who contribute their perspectives and ideas to the educational
system directly and/or indirectly and who are the administrators, teachers, parents, students, other
school personnel, and the community (Velsor, 2009).
Type 73 License is an Illinois certification for professional school counselors in Illinois
(Illinois School Board of Education, 2002). Illinois has started to change their all their
certifications to being called licenses.
Summary
This chapter gave an overview of the role and responsibilities for PSCs and the best
practices and techniques to explain the purpose of this study. This study focused on SCIT
perceptions of their academic preparation and training program during internship, PSCs’
activities, and internship experience. These three areas lack research in the school counseling
field (Murphy & Kaffenberger, 2007). The researcher’s goal was to provide counselor educators
and PSCs with research on how to improve the clinical experience of SCIT and ways to improve
preparation and training in use of the ASCA National Model.

CHAPTER 2
LITERATURE REVIEW

The purpose of the current research is to examine the perceptions that school counselorsin-training (SCIT) have about their academic preparation and training program with the
opportunities to implement the American School Counselor Association (ASCA) model during
internship. This chapter presents an overview of the history of professional school counselors
(PSC) and the contextual factors that SCIT experience prior to their internships. Theses
contextual factors are the school counseling curricula, developmental model, and internship
experience. These factors examine the academic preparation and training programs of SCIT by
utilizing literature on how the profession comes together to create effective PSCs in the
educational system. Cobia and Henderson (2003) stated that SCIT need to understand they are
entering into a profession that has been evolving for over a decade in the United States.
Counselor educators are making adjustments to their programs to collaborate with PSCs on their
role and responsibilities, due to the numerous changes that occur in schools (Burnham &
Jackson, 2000; Nelson, Robles-Pina, & Nichter, 2008; Studer & Sommer, 2000).
History of Professional School Counselors
The history of school counseling has changed in the last few decades (Bauman et al.,
2003). Guidance and counseling in the schools had been formed during the early part of the 20th
century by appointing teachers as vocational counselors (Ginn, 1924). School administrators
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were given the power to decide what the role and responsibilities of vocational counselors were
in their schools. Vocational counselors found themselves performing the following duties:
lunchroom director, substitute teacher, dealing with students’ issues, and functioning as a visiting
teacher (Fitch, 1936). During the 1930s, there was an industrial revolution in the United States;
therefore, a concern for vocational guidance needed to include educational or academic guidance
(Aubrey, 1992). It was not until the National Defense Education Act of 1958 that guidance and
counseling in the schools was provided by full-time personnel (Bauman et al, 2003; Gysbers &
Henderson, 2001). Instead of teacher counselors, there were full-time guidance counselors placed
in the schools. Guidance counselors focused on six services of guidance: identified-orientation,
assessment, information, counseling, placement, and follow-up (Gysbers & Henderson, 2001).
Guidance counselors started to define their role and responsibilities in the educational system;
however, they were still seen as administrative clerks.
In the 1970s, guidance counselors worked in a comprehensive development program that
focused on (a) updated vocational-career guidance, (b) updated developmental guidance and
counseling, (c) researching how effective school counselors were in the schools, and (d)
researching how school counselors could be accountable and evaluated (Gysbers & Henderson,
2001). The comprehensive guidance and counseling model started to replace the traditional
guidance counselors with programs that focused on organizing and managing guidance and
counseling in schools (Sink & MacDonald, 1998). Gysbers and Henderson (2000) defined three
elements of the comprehensive guidance and counseling model, which are the content, an
organizational framework, and resources (Gysbers & Henderson, 2000). The content element
identifies competencies that are important for students to achieve during their participation in
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guidance and counseling programs in the schools. Three domains in the guidance and counseling
programs were the academic, personal/social, and career within the organizational framework.
The organizational framework consists of the following: structural components, program
components, and how guidance counselors spend their time by grade level with the program
components. Resource elements required to implement the program included human, financial,
and political resources. This guidance and counseling model was the beginning of the school
counseling field defining itself and making a difference in the educational system.
The educational system has been accustomed to PSCs being referred to as vocational or
guidance counselors, but there are differences in the two roles (Lambie & Williamson, 2004).
The vocational or guidance counselors started to assist students in looking at careers, and school
administrators started defining the role and responsibilities of their guidance counselors. On the
other hand, ASCA started to define the role and responsibilities of PSCs and focusing on
counseling skills to assist students with their academic, personal/social, and career challenges due
to the changes in the educational system. The problem has been the discrepancies among PSCs as
to their role and responsibilities (Studer & Sommer, 2000), which means that PSCs were unable
to clearly define their role and responsibilities, allowing principals to assign tasks, such as:
clerical work, scheduler, maintaining records, averaging grades, lunch room duty, transcripts, and
coordinating and administrating standardized tests, which are not inherently counseling duties
(Burnham & Jackson, 2000; Nelson et al., 2008; Studer & Sommer, 2000). Gysbers and
Henderson (2001) stated a change occurred in the beginning of the 21st century within the
industrial, occupational, social, and economic spheres in the United States that created
uncertainties for the next generation. Those uncertainties placed burdens on the future of the
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next generation due to the increase with violence in homes, schools, and communities, which
affected students. These new challenges faced by students ultimately impact their academic,
personal/social, and career development.
The ASCA National Model assists PSCs in dealing with the challenges that impact
students’ academic, personal/social, and career development. Paisley and Hayes (2003) stated
that the educational system has placed a greater emphasis on PSCs being more accountable for
increasing academic performance with students. The ASCA National Model gives PSCs the
objectives and goals to assist all students. The role and responsibilities of PSCs are defined as
being leaders in the educational system, a role that positively influences how to deal with the
challenges of students. PSCs have the ability to assess the needs of their school building and take
a leadership role in making improvements through collaboration with all stakeholders and
advocating for students in need. PSCs are trained in mental health skills (Lambie & Williamson,
2004; Williams & Wehrman, 2010), but they are not required to use their mental health skills
often. The ASCA National Model gives PSCs a structured understanding of their role and
responsibilities and how to be effective in their school counseling programs (Brott, 2006). The
goal has been that PSCs be allowed to perform the role and responsibilities for which they have
been prepared and trained to properly function within the educational system.
School Counseling Curricula
The first contextual factor is the school counseling curricula for SCIT. School counseling
curricula have been essential to the perception of SCIT regarding their academic preparation and
training using the ASCA National Model during internship, which this study examined. The
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school counseling curricula provide knowledge about the role and responsibilities of PSCs,
which is taught by counselor educators. Counselor educators develop and implement school
counseling curricula that give knowledge and skills to prepare and train SCIT for their practicum
and internships. Many school counseling programs differ in the way they prepare their SCIT
(Baker et al., 2009; Brott, 2006). McGlothlin and Miller (2008) believed counselor educators’
backgrounds affect their students’ experiences in the counseling education programs. The
purpose of counseling education programs is to prepare and train their students for the school
counseling profession regardless of counselor educators’ backgrounds (Baker et al., 2009; Brott,
2006).
Counselor educators recognized that their curricula on preparing and training PSCs in the
K -12 educational system needed to be updated (Brott, 2006; McGlothlin & Miller, 2008). The
K-12 educational system has made changes in the last decade in response to the demand of
educators to be more accountable for their work with students (Brott, 2006). Counselor
educators’ responsibilities are to review their school counseling curricula and provide their SCIT
with effective practices and techniques for the profession (McGlothlin & Miller, 2008).
Another counselor education program's goal is to work with students’ strengths to
enhance students’ shortcomings in order to be effective PSCs (Peterson et al., 2004). Research
states that counselor education programs need to focus on accountability, intentional, and
developmental leadership to all students (Baker & Gerler, 2009). Additional feedback by recent
graduates employed as PSCs allowed counselor education programs to evaluate their curricula.
Progressing in their counseling education programs is difficult for students when they encounter
challenging situations (Magnuson et al., 2004). Counselor education programs are not all the
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same, but many counseling education programs have the same mission: to create effective PSCs
who are defined by their curricula.
Wilkerson and Eschbach (2009) reviewed many school counseling curricula. They found
that SCIT need to improve in four principal areas: school counseling programs that focus on
promotion of access, equity, and achievement for all students; systemic change in education;
collaborating with other education professionals; and supporting underrepresented groups by
using data to develop and support programs. These principles need to be incorporated into the
school counseling curricula, thereby changing perceptions of SCIT during their training process.
The school counseling curricula are designed to prepare and train SCIT for their role and
responsibilities as PSCs (McGlothlin & Miller, 2008). SCIT need to make a connection between
coursework and internship experience (Baker et al., 2009; Brott, 2006). Reviewing school
counseling curricula will establish the perceptions of SCIT within their programs. The school
counseling curricula have courses that focused on preparing and training SCIT on a
developmental model. School counseling curricula may be conceptualized by considering
elements of school counseling courses, CACREP versus non-CACREP, teachers versus nonteachers, multicultural counseling within curricula and organization membership that impact the
perceptions of SCIT regarding their academic preparation and training program on using the
ASCA National Model during internship.
School Counseling Courses
The requirements of school counseling programs vary depending on the state licensure
and national accreditation standards (Henriksen et al., 2008). Lum (2007) stated most school
counseling programs require a minimum of 48 semester hours. The school counseling courses are
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Human Growth and Development, Theories, Individual Counseling, Group Counseling, Social
and Cultural Foundations, Testing/Appraisal, Research and Program Evaluation, Professional
Orientation, Career Development, Supervised Practicum, and Supervised Internship on the
graduate level (ASCA, 2012b). Additional courses are being included in counseling programs
such as substance abuse, social justice, and advocacy (CACREP, 2009). These courses are
chosen to prepare and train SCIT for the changes in K-12 educational systems, like the
demographics of the schools.
Counseling education programs constantly are trying to make their programs more
effective with the changes in the field (Brott, 2006). The accredited and non-accredited school
counseling programs affect the preparation and training of their students. A CACREP school
counseling program means the program must follow certain guidelines to be accredited
(CACREP, 2009). It is not required that all counseling programs are CACREP-approved;
however, in the counseling field, graduating from a CACREP program means the school
counseling curricula meet the standards set by CACREP (Brott, 2006).
CACREP versus Non-CACREP
A Council for Accreditation of Counseling and Related Educational Programs approved
school counseling program has adopted the CACREP (2009) standards that are based upon
research on school counseling programs and practicing PSCs. The program uses these standards
for a concrete framework for SCIT to be effective in the school environment (Treivsan, 2000).
Many non-CACREP school counseling programs follow the CACREP standards, but they are not
required to follow the guidelines or answer questions by CACREP. Non-CACREP programs can
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add or eliminate standards, whereas CACREP programs are required to abide by the eight core
curricula standards (McGlothlin & Davis, 2004).
Researchers found that counselor educators who teach according to the CACREP core
curricula standards have SCIT who are successful in their counseling education programs
(Adams 2005; McGlothlin & Davis, 2004). Counselor educators who do not follow CACREP
tend to be unaware of the current trends and needs of their SCIT (McGlothlin & Davis, 2004).
Adams (2005) believed that if counselor educators are not teaching from the CACREP standards,
they are doing a disservice to their students. If counseling educators lack current professional
development, SCIT will suffer during internship.
Adams (2005) stated additional research is needed to compare and contrast levels of
effectiveness between graduates of CACREP and non-CACREP counseling education programs.
This concern does not mean that non-CACREP programs provide SCIT with deficiencies, only
that no external organization has evaluated CACREP and non-CACREP programs to compare
and contrast the quality of their counseling education programs (Adams, 2005; Brew, 2001;
Schmidt, 1999). CACREP-accredited programs are accountable for the preparation and training
received by their SCIT (Gaubatz & Vera, 2002; Treivsan, 2000).
Teachers versus Non-Teachers
Individuals having teaching experience or not affects SCIT experience within their
counseling education program and their approach to working in the school counseling field. The
perception of SCIT on their academic preparation and training program is affected by whether
they were a classroom teacher or not if using the ASCA National Model during internship. The
counselor education program’s curricula could differ on the courses taken to complete that
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counseling education program. Counseling education programs differ on the requirement for
SCIT to be teachers or not (Peterson et al., 2004). CACREP (2009) believes that to be a PSC one
must have knowledge of the school setting, including the pre-K-12 curricula. A teacher is a
person who obtained his or her bachelor’s degree in education, whereas a non-teacher is someone
who has a bachelor’s degree in a non-education area (Peterson et al., 2004). Many counselor
education programs that accept SCIT without teaching experiences are given additional courses
to be exposed to the educational system (Peterson & Deuschle, 2006).
Researchers reviewed how the experiences of SCIT with or without a teaching
background affect their internship (Peterson & Deuschle, 2006; Peterson et al., 2004). Teachers
and non-teachers on average have similar challenges and difficulties during internship (Bringman
& Sang, 2008; Peterson et al., 2004). SCIT with teaching experience find it difficult to adjust to
the unstructured work days because as a teacher they had a routine and worked with a group of
students at a scheduled time (Peterson et al., 2004). During internship, SCIT days are
unstructured so as to require them to be flexible with working in the school building. They must
deal with changes and a limited timeframe to get their work done. These former teachers start to
recognize that students come to school with multiple issues and concerns, and meeting with
students during class time is difficult. They have to adjust to the change in role and new identities
as PSCs.
Non-teacher SCIT usually have no knowledge of the school culture, identity, and
classroom management and presentation as an educator (Peterson & Deuschle, 2006; Peterson et
al., 2004). The PSC’s culture is not familiar; for instance, there are unspoken rules in the school
system that non-teachers may not be aware of (Peterson & Deuschle, 2006). For example, the
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PSC day ends at 3 P.M.; however, the principal could schedule mandatory meetings that require
him or her to be present (Peterson et al., 2004). Another unspoken rule is that students are to
meet with their PSC during their lunch period or before and after school (Griffin & Farris, 2010).
Therefore, the PSC must be willing to be flexible and available for his or her students before
and/or after school.
Non-teacher PSCs are not given respect because they have no teaching experience
(Peterson et al., 2004). They are challenged to work harder to prove themselves as
knowledgeable; how they manage a classroom can affect the support they are given to work
through their challenges in their counseling education programs. School counseling curricula
need to reflect the changes happening in the educational system and develop curricula that can
improve SCIT who are teachers or non-teachers (Bringman & Sang, 2008).
Multicultural Counseling Within Curricula
Multicultural counseling that is learned within school counseling programs affects how
SCIT work during their internship using the ASCA National Model. Counselor educators
monitor SCIT on how well they work with different populations and use multicultural counseling
skills during internship. Counselor educators are referred to as being the gatekeepers. The
gatekeepers are given the responsibility to prepare and train students on multiculturalism and
working with diverse populations (Vontress & Jackson, 2004). Counselor educators have to
incorporate multiculturalism into their school counseling curricula with limited research on how
multicultural counseling competence affects the school counseling profession (Constantine,
2002; Henriksen & Trusty, 2005). SCIT need to be knowledgeable in multicultural counseling.
Henriksen and Trusty (2005) believed that SCIT must learn the multicultural counseling

28
competencies within their curricula. More than one course should be focused on multiculturalism
and visible within every school counseling course.
The American Counseling Association (ACA) approved the multicultural counseling
competencies in 2002 and expected school counseling programs to change their curricula to
follow along with ACA (Arredondo & D’Andrea, 2003). Incorporating multicultural counseling
competencies into counseling education curricula is a process that depends on counselor
educators. Counselor educators must be effective in preparing and training SCIT on multicultural
counseling competencies in one course on knowledge, awareness, and skills needed to be
culturally knowledgeable professionals (Pack-Brown, Thomas, & Seymour, 2008). There must
be provisions to develop knowledge, awareness, and skills on multiculturalism in the counseling
education programs (Henriksen & Trusty, 2005). Counseling education programs can be
successful when counselor educators make important decisions on the development, execution,
assessment, and evaluation of how their programs teach multiculturalism.
Counseling education programs have changed their mission statements, program
objectives, and curricula towards a multicultural perspective of training counselors for the
profession (Pack-Brown et al., 2008). The mission statement language was changed by usage of
such words as multicultural and culture to inform others that the counseling programs recognized
the changes. The mission statement gives students an understanding of their ethical duty to work
with various cultures and populations. Because the world that SCIT will be working in has been
changing in the last decade, SCIT are in need of training to work with various cultures and
populations. The counseling education programs' curricula need to focus on infusing
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multiculturalism within courses and providing students with classes focused on multicultural
counseling competences.
Counselor educators have their curricula as guidelines for SCIT to follow (Paisley &
Hayes, 2003). They must be gatekeepers of SCIT abilities to be multiculturally competent. SCIT
are faced with diverse populations and need to develop the knowledge, awareness, and skills to
be effective (Pack-Brown et al., 2008). Counselor educators have to develop the ability to work
with students from different populations and be mindful of how their own thoughts and behaviors
affect their clients (Alexander, Kruczek, & Ponterotto, 2005). The counseling education
programs have a duty to address professional ethics with a multicultural perspective and set the
tone on how successful the programs are in preparation and training of PSCs.
Bidell (2012) stated, “There is a need for counselors to explore the role of graduating
training in preparing school counseling students to work competently with a diversity of clients”
(p. 205). The author had a concern on how well prepared and trained SCIT were to work with a
diverse group of people. This research found that many SCIT had a level of awareness of
multicultural counseling; however, their knowledge was limited on diverse groups. Since the
school population is becoming more diverse, then multicultural counseling competence seems to
be more critical in the school counseling field (Holcomb-McCoy, 2005). SCIT need to have
knowledge or resources on how to work with diverse groups in the educational system.
Therefore, SCIT need multicultural counseling infused within their academic preparation and
training programs to be more effective during their internship. It was found that multicultural
content reviewed in courses for counseling graduate students contributes to multicultural
knowledge competency (Roysircar, Arredondo, Fuentes, Ponterotto, & Toporek, 2003).
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Multicultural knowledge competency would assist SCIT in using the ASCA National Model in
their internships and seek assistance from their site supervisors on ways to work with the
internship site population. Ridley and Kleiner (2003) posited it is possible for trainees such as
SCIT to have the multicultural knowledge, but they do not know how to create effective
interventions. Multicultural counseling needs to be infused in the academic preparation and
training programs of SCIT to ensure that they have the knowledge, awareness, and skills to deal
with diverse groups and a comfort level to handle the challenges that they may face.
Organization Membership
The perception of SCIT on their academic preparation and training program does connect
with whether or not they join a professional counseling organization. Bauman (2008) stated,
“Professional organizations advance and disseminate specialized knowledge and information by
publishing journals, newsletters, and other materials” (p. 164). Professional counseling
organizations advocate for their members on issues that are directly related to licensure and
funding for counselors (Pope, 2004). ASCA is the professional counseling organization that
focuses on the work of PSCs. ASCA (2012a) stated that it “Supports school counselors' efforts to
help students focus on academic, personal/social and career development so they achieve success
in school and are prepared to lead fulfilling lives as responsible members of society.” This means
that ASCA is also focused on supporting SCIT who will graduate from school counseling
programs and become PSCs. School counseling programs need to be involved in state and
national organizations to network and receive professional development to gain knowledge and
awareness about the changing school counseling profession (Adams, 2005; Peterson et al., 2004;
Rayle, 2006).
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Bauman (2008) found limited research on professional organizations within the
counseling profession and wanted to look at the rate of PSCs who were members of their
professional organization. The research examined why PSCs decide to join a professional
counseling organization or not and what were the decision factors. Results found that beginning
PSCs did not know which professional counseling organization to join or how it would affect
their personal growth in the school counseling field. PSCs were not expected join a professional
organization by stakeholders in the same way as doctors and lawyers were. Many professionals
join their professional organization because they have a continuing education requirement, which
is different for PSCs (Bauman, 2008). The state that PSCs work in determines whether they are
required to earn continuing education units in counseling. Many PSCs have to participate in
professional activities in their field; since PSCs have low expectations of joining a professional
counseling organization, SCIT would probably experience the same situations. If SCIT join a
professional counseling organization during their academic preparation and training program,
they have concerns with renewing their membership after finishing their program. Membership
in a professional counseling organization is an important variable affecting the perceptions SCIT
have about their academic preparation and training using the ASCA National Model during
internship.
Curricula Studies: Quantitative Approaches
There is limited research on how the counseling education curricula affect SCIT, how
school competencies affect counselors-in-training, and how accessibility impacts deficient SCIT
(Perusse et al., 2001). One study compared the counselor educators’ and students’ views of SCIT
competence. Gaubatz and Vera (2006) examined how counselor educators and students identified
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SCIT who were deficient. In their study, 45 counselor educators and 62 master’s level counseling
students were surveyed to compare how they identified deficient students. Forty percent of the
participants were from CACREP programs and 60% were from non-CACREP programs across
the United States. The surveys were randomly sent to 74 counseling education programs from a
nationwide list in attention to the counseling education director.
The researchers created survey packets for the counseling education programs that
included a cover letter, informed consent sheet, and surveys. The surveys were created based on a
study that was conducted previously, and the survey had no name. The survey was designed to
gain the perceptions of students and counselor educators on gatekeeping procedures. Two
different surveys asked questions geared towards either the students or counselor educators. The
student survey had 7 questions and the other had 16 questions. The questions were open-ended to
allow participants to explain their responses in detail. There was no information on the reliability
and validity of the surveys.
The study found that 98% of the counselor educators had knowledge of SCIT being
deficient in their programs. Approximately 90% of SCIT were aware of colleagues with
deficiencies in the program. Gaubatz and Vera's (2006) findings were the equivalent to what
previous surveys had found. The results were that all courses for SCIT affected their experience
in the counseling education programs, depending on how well the school counseling curricula
were designed. The researchers believed that counselor educators needed to revise their curricula
yearly and assess the relationship of effective curricula to the changes in the K-12 educational
system for SCIT.
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These researchers presented the strengths and limitations of their study. The strengths
were the following: they reviewed traditional assessments of student deficiencies such as facultyreported remediation and dismissal rates, and identified disclosures for counseling educators
from reporting deficient students. Both self-reporting and counselor educators gave the
opportunity to use their program gatekeeping procedures and provided limitations for the study.
Reliability and validity could not be established.
Another study reviewed the perceptions of PSCs’ current and expected roles in rural areas
of the Midwestern region by surveying SCIT, PSCs and principals (Monteiro-Leitner et al.,
2006). There were 102 participants (20 SCIT, 49 PSCs, and 33 school administrators). The
survey asked for the following information: demographic information, 26 activities created from
ASCA standards, and two open-ended questions on activities not listed on the survey.
The study found that PSCs and SCIT believed they needed to focus their time on
counseling students both in groups and individually, whereas administration believed that PSCs
needed to spend less time working with students in group settings and individual counseling.
Administration believed that PSCs needed to focus on Individual Education Plans (IEPs) instead
because they did not understand the role and responsibilities of PSCs. The administration, PSCs,
and SCIT have different perceptions of role and responsibilities, causing lack of communication.
The study’s strength was that it defined the confusion of the role and responsibilities of
PSCs. There must be communication about the role and responsibilities of PSCs. Another
strength was identifying and confronting the power differential among stakeholders so they could
move forward as a team. Finally, students’ economic needs have been a daily responsibility of
the PSCs and needed to be addressed. The study’s limitations were that the survey was not
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administered equally among the administration, PSCs, and SCIT. There were more
administrators than PSCs and SCIT. However, this study showed that the roles of PSCs continue
to be a problem in the educational system.
The school counseling curricula start the process for SCIT. Counseling education
curricula need to provide SCIT with a sense of identity and ways to advocate their role and
responsibilities and to assess the progress of SCIT (Meyer, Borders, & Shoffner, 2005).
Counselor educators have the responsibility to evaluate SCIT throughout their programs. The
perceptions of SCIT preparation and training program are vital to determine during if the
counseling education curricula are working or not.
Developmental Model
The developmental model that PSCs are using in the educational setting varies, depending
on the district; however, the perceptions of SCIT on their academic preparation and training
program using the ASCA National Model during internship determine how SCIT function as
PSCs. SCIT preparation and training programs have depended significantly upon graduate
coursework as the means to establish competence in their knowledge and skills to be effective
PSCs (Astramovich, Coker, & Hoskins, 2005; Brigman & Campbell, 2003). The developmental
learning process of SCIT is the next contextual factor. The developmental learning process may
be conceptualized by considering elements from the ASCA National Model, training on the
ASCA National Model, and PSC identity process. These aspects are important in their
contemporary preparation as SCIT hone their training and skills to become PSCs.
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ASCA National Model
In the last decade, the school counseling profession recognized the need to define the role
and responsibilities of PSCs (Brott, 2006). The ASCA goal is for the profession to be more
accountable and maintain regulations for PSCs (Erford, 2007). The ASCA goal led to the
development and implementation of the ASCA National Model for positive changes in the school
counseling profession and K-12 educational system (Brott, 2006; McGlothlin & Miller, 2008).
The model, jointly created by ASCA and the Education Trust, institutes standards and
competencies that define PSCs and the identifiers that evaluate what constitutes effective PSCs
(Janson,et al., 2009; Williams & Wehrman, 2010). The ASCA National Model gives PSCs a road
map of how to be effective in the evolving school counseling profession.
The ASCA National Model is comprised of four sections that are the framework of a
school counseling program (ASCA, 2005). The four sections are Foundation, Delivery,
Management, and Accountability that allow PSCs to provide effective programs in their schools
(ASCA, 2005; Dimmitt & Carey, 2007). The Foundation of the ASCA National Model is the
core beliefs of the counseling department that allow for PSCs to create programs that will benefit
all students (ASCA, 2005; Dimmitt & Carey, 2007; Vaughn, Bynum, & Hooten, 2007). The
Foundation requires school counseling departments to develop mission and philosophy
statements to define their roles, responsibilities, and goals for their department. The mission
statement gives the counseling department purpose and goals to follow along with the mission of
the school district and individual institution. The philosophy statement contains the guidelines on
how counseling departments develop, implement, and evaluate their programs. The purpose of
the Foundation is to create programs to assist the student population in PSCs’ schools.
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The Delivery System of the ASCA National Model is the method and activities that are
created to support the mission and philosophies of the counseling department (ASCA, 2005;
Dimmitt & Carey, 2007). There are four methods of delivery: the guidance curriculum,
individual student planning, responsive services, and system support (ASCA, 2005; Beale, 2004;
Whiston & Quinby, 2009). The guidance curriculum consists of constructed lessons plans
designed to support students in their academic, personal/social, and/or career goals (Vaughn et
al., 2007; Whiston & Quinby, 2009). PSCs are trained to develop guidance lessons with support
by the ASCA National Standards. Individual student plans have an ongoing process where PSCs
assist in designing a plan for each student for his or her academic, personal/social, and career
goals for the future. Responsive services include counseling, consultation, referral, and peer
mediation that is immediately necessary for students (ASCA, 2005; Dimmitt & Carey, 2007;
Vaughn et al., 2007; Whiston & Quinby, 2009). The system support consists of the required
collaboration from other educators to establish, maintain, and evaluate how the counseling
program functions. These four delivery methods assist with defining the role and responsibilities
of PSCs.
Management of the ASCA National Model reviews how the school counseling programs
reflect schools’ needs and take the steps towards improving those needs (ASCA, 2005; Dimmitt
& Carey, 2007; Vaughn et al., 2007). There are five methods to managing the school counseling
programs. The school counseling department should develop an advisory council, members of
which are students, parents, teachers, PSCs, administrators, and community members who
monitor and review the school counseling programs. Monitoring data usage allows PSCs to
verify the effectiveness of their programs. This system is designed to create and implement
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programs and activities to assist students to reach their full potential based on usage of data to
demonstrate PSCs’ leadership in their schools (Stone & Dahir, 2007).
Another method is leadership, a clear communication of the actual complexity of roles
played by contemporary PSCs (Ballard & Murgatroyd, 1999; Mitcham et al., 2009). Leadership
allows PSCs to improve teaching, learning, and equal opportunity access to quality education.
Gurra (1998) believed that students would be successful if PSCs were leaders, roles models, and
change agents in the school. Their knowledge and training will provide opportunities for all
students to be successful (Stone & Clark, 2001). PSCs are expected to use their training to assess
and identify certain needs of their students and provide them the necessary services (GuillotMiller & Partin, 2003; Nelson et al., 2008). If PSCs are not trained to handle certain situations,
then they know how to defer to someone who can assist that student.
Professional school counselors have to create action plans to outline how they plan on
managing their programs (ASCA, 2005). Each plan must contain the following: competencies,
description of the activity, data to support their goals, timeline of the activity, the person
responsible for the delivery, evaluation of the activity, and the results from the activity (Vaughn,
et al, 2007). Each activity needs to be scheduled; therefore, a calendar for the counseling
department needs to be developed in order to inform students, parents, teachers, and the
administration of the activities being provided by the department. A school counseling program
calendar assists students, parents, teachers, and the administration to plan their participation in
programs hosted by the counseling department. PSCs’ use of time is essential to ensure the needs
of students are being met (Baggerly, 2002; Baggerly & Osborn, 2006). They learn from their
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counselor education programs that ASCA recommends that PSCs focus a minimum of 80% of
their time working directly with students (ASCA, 2005).
The last section of the ASCA National Model is accountability (ASCA, 2005). PSCs must
be accountable for their programs and effectively use the ASCA National Model (Brott, 2006).
To be accountable, PSCs have to collect data on their programs, evaluate the results, and then
relate it to student achievement (ASCA, 2005; Vaughn et al., 2007). For each program, there
should be a result report that analyzes the effectiveness of the program and assesses the need for
future modifications. The resulting reports are shared with students, parents, teachers, and the
administration to provide data on supporting the students’ needs. The program audits PSCs’
performance standards on program implementation to best serve the needs of students and
improve future programs.
The ASCA National Model provides guidelines for SCIT and PSCs to know their role and
responsibilities in their positions (Brott, 2006). As SCIT and PSCs advocate and teach others of
their role and responsibilities, the stakeholders will be more willing to give support to them. The
ASCA National Model will be known in the K-12 educational system as the model that PSCs
utilized to achieve their goals.
The ASCA National Model is essential for the developmental learning process of SCIT
(Vaughn et al., 2007). SCIT must have knowledge of implementing comprehensive school
counseling programs and embrace the identities of PSCs that are outlined by the ASCA National
Model. There must be training for PSCs on the ASCA National Model in order for them to be
effective supervisors (Adams, 2005; McGlothlin & Davis, 2004). Effective supervisors consist of
the university and on-site supervisors.
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ASCA National Model Training
Training in the ASCA National Model is how the school counseling field will be able to
embrace and implement this model. Dahir, Burnham, and Stone (2009) found that there were
challenges in PSCs’ abilities to embrace and implement the new vision of the school counseling
field due to lack of professional development. Many state departments of education and
professional school counseling associations have reorganized their programs and activities
aligned with the ASCA National Model (ASCA, 2007) to give PSCs more resources. The
reorganization of programs and activities illustrates that the educational system recognized the
changes in the school counseling field (Dahir et al., 2009).
The problem with professional development is the limited availability of workshops and
conferences for SCIT (Dahir et al., 2009). Professional development needs to focus on
comprehensive school counseling program development, implementation, and accountabilities.
Many conferences and workshops are marketed for experienced PSCs, but there is a need for
SCIT to obtain professional development on the ASCA National Model. ASCA (2007) found that
professional school counseling associations and websites of counseling education departments
had little or no information on professional development. SCIT must join and become actively
involved in professional school counseling associations to learn the professional development
available to them.
Professional School Counselor Identity
The history of the school counseling profession is a key to building SCIT identities as
PSCs (Lambie & Williamson, 2004). PSCs were previously referred to as guidance counselors
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until ASCA changed the title to PSCs (ASCA, 2005). The change of title defines two different
job descriptions (Lambie & Williamson, 2004). The PSC’s identity has been revamped to
improve services for the students, and PSCs’ role and responsibilities were defined for all
stakeholders.
Professional school counselors are more than the staff members who schedule students
for classes and complete recommendations for colleges (Burnham & Jackson, 2000; Nelson et
al., 2008; Studer & Sommer, 2000). PSCs are to follow the ACSA National Model or a school
counseling developmental model, to be active members in professional counseling associations,
to attend professional development workshops and conferences, to stay current on professional
literature, and to seek supervision when needed (Lambie, & Williamson, 2004). As a result, SCIT
should know their role and responsibilities and be able to delineate them, not only for their
students and school district, but for all stakeholders, who include students, parents, teachers,
administration, school personnel, and the community (Ballard & Murgatroyd, 1999; Mitcham et
al., 2009).
Professional school counselors’ abilities to use technology are part of their role and
responsibilities (McGlothlin & Miller, 2008). The world is using more technology in its daily
routine. For example, many people do not communicate via phone calls or mailing letters; rather,
emails are the common method of communicating with students and parents. It is important that
before a SCIT graduates from a counseling program, he or she have basic technology
competencies (Association for Counselor Education and Supervision, 1999). The SCIT would
gain this knowledge on technology within their counseling education programs. Counselor
educators tend to use some technology in their courses for their students to gain knowledge of
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technology (Brott, 2006). PSCs and SCIT need knowledge, awareness, and skills in technology
that they are to explore in their academic preparation and training programs. Technology allows
PSCs and SCIT to increase the time to work with their students and provide effective services
and programs.
McGlothlin and Miller (2008) stated that SCIT need to know their strengths and the areas
in which they are in need of improvement. SCIT become more aware of their abilities and how
their coursework and counselor educators have impacted their identities as PSCs. Once their
school counseling identities are formed, then the process of connecting the coursework,
practicum, and internship allow greater insight to the SCIT on their new profession (Busacca &
Wester, 2006). It is crucial that SCIT are aware of their abilities to retrieve the assistance and/or
professional development to meet the needs of their students. SCIT must know their personal and
professional identities and be capable of explaining them to other professionals (Brott, 2006).
The educational system gains knowledge and awareness of PSCs’ role and responsibilities by
how PSCs come together with their own identity in the profession.
Developmental Process Studies
Quantitative Approach
There are limited studies that have focused on professional development for SCIT
(Gibson, Dollarhide, & Moss, 2010; Wilkerson & Eschbach, 2009). One study questioned
whether or not the training modules for currently practicing PSCs had positively impacted the
perceptions of SCIT readiness to implement the ASCA National Model (Wilkerson & Eschbach,
2009). This study used survey methodology to assess how effective the training modules were for
PSCs who were enrolled in either a Secondary School Counseling Program Planning course,
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Elementary School Counseling Program Planning course, or both. The participants had to attend
a 48-credit CACREP-accredited counselor training program. The study had 39 participants (35
females, 4 males).
The researchers adapted the survey as an instrument originally developed and used by the
Education Trust. Using a 5-point Likert-type scale, the survey assessed PSCs’ beliefs,
knowledge, and skills with implementing the ASCA National Model. There was no information
available on the reliability or validity of this instrument; however, the researchers calculated
reliability coefficient (Cronbach’s alpha) as pre-test equal to .88 and post-test equal to .91.
Wilkerson and Eschbach (2009) created a 12-question demographic questionnaire for the pre-test
administration. The survey was given twice during the same semester with the pre-test given
during the first class, and then the post-test during the last class. When PSCs filled out the
survey, their professor was not in the classroom, and the participants were told that the data
would not be reviewed until grades were submitted for the class.
The strength of this study was that researchers had literature to support the training
approach of how to implement the ASCA National Model. They were able to review the training
approach that impacted SCIT preparation. There were limitations with this study. The first
limitation was that the survey given had no data on the reliability and validity of the study. The
researchers should have utilized a control group comparison design that was recommended for
the next time the survey was given. The results did support that participants perceived themselves
to be prepared to implement the ASCA National Model by the end of the course, but there were
no further data to support the initial findings beside the pre-test versus the post-test. This study
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was not able to inform readers about the effectiveness of school counseling education programs
in preparing SCIT for the school counseling profession.
Qualitative Approach
Another study examined how SCIT identities after graduation affected their professional
development (Gibson et al., 2010). This qualitative study took place at the researchers’
workplace, where participants were recruited from their program. The researchers had a direct or
indirect relationship with the participants. Forty-three participants from different areas of
counseling from two different counseling education programs participated in seven focus groups
with a maximum of eight participants in each focus group. Participants signed an informed
consent form, and the researchers led a discussion around the purpose of the research before
participants agreed to join. The study offered no rewards and/or penalties for participants in the
research. Twenty-five percent of the participants represented a diverse population of gender,
cultural background, and sexual orientation.
While participants in the focus groups were asked questions to reflect on one another’s
comments, data were collected via recording. The questions were designed to collect the
participants’ history, present status, and future needs for their professional identity. This study
did not inform the participants of the number of survey questions, how many sessions would be
conducted, or the length of sessions in the study. The study did state that the third researcher
transcribed the audiotapes after each focus group.
The study found credibility, transferability, dependability, and conformability as themes
from the focus groups. There were no differences in the area of counseling with the participants;
there were only differences in the training levels of the participants (before coursework, before
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practicum, before internship, and at graduation). This study was able to convey how the
developmental process affects SCIT throughout their program, but it did not inform readers how
to prepare SCIT for the developmental process from admission to coursework, coursework to
practicum, and practicum to internship.
The researcher did learn that the SCIT need knowledge and skills on how to develop their
personal identities in the school counseling field, how to connect academic preparation and
training programs with their experience, and how to seek professional development. This
contextual factor influences the need for counselor educators to provide additional professional
development to develop effective SCIT. Additional resources can provide SCIT more insight on
the ASCA National Model and the importance of attending professional counseling conferences.
SCIT need to take active roles in their own development. When counselor educators show SCIT
the purpose of gaining more resources for their field, then professional development could be
sought after graduation.
School Counselors-in-Training Internship Experience
The last contextual factor is the internship experience of SCIT. The internship of SCIT
allows them to utilize their knowledge and skills from their academic preparation and training
program (Jackson et al., 2002). Many counseling programs have a practicum course before SCIT
enter internships (Coker & Schrader, 2004; Jackson et al., 2002). During the internship
experience, SCIT are influenced by another party, the stakeholders of their internship sites. The
practicum and internship experiences have different requirements and expectations.
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Practicum
Entering practicum, SCIT are provided with supervision that puts counseling theory into
practice with direct contact with clients (Cuccaro & Casey, 2007). Practicum is essential for
bridging the connection between coursework and clinical experience (Coker & Schrader, 2004).
During practicum, SCIT start to correlate their counseling theories, clinical skills, and ethical and
legal standards of practice before entering into their internship (Akos & Scarborough, 2004).
Many counseling education programs state that SCIT must successfully complete prerequisites
before starting into practicum (Jackson et al., 2002).
Bemak (2000) believed that practicum gives SCIT the opportunities to develop their
skills. Many SCIT programs include practicum experience, such as job shadowing, school
observations, interviewing of school counseling professionals, and participating in school
counseling projects (Coker & Schrader, 2004; Jackson et al., 2002). A practicum agreement must
be signed between the university supervisor and SCIT on the practicum process (Jackson et al.,
2002). The practicum agreement states that SCIT will gain experience in both individual and
group work. The practicum agreements allow SCIT to build a strong structure of coursework and
practice. SCIT learn how to collaborate and use data effectively in their practicum experience
before going into their internship (Brott, 2006).
Most counseling education programs require their students to complete 100 hours of
clinical experience in a school setting for practicum (ASCA, n.d.). CACREP recommends that
practicum consist of 100 clock hours with a minimum of 40 clock hours working directly with
students (CACREP, 2009; Illinois State Board of Education, 2002; McGlothlin & Miller, 2008).
The hours required for practicum are shorter than the internship; however, the practicum gives
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the SCIT an overview of what would be expected before entering their internship sites.
Counseling education programs are required to monitor and supervise SCIT during practicum
before they transition into internship. The SCIT experience in practicum affords them the
opportunity to develop and grow in their identities.
Coker and Schrader (2004) found that SCIT accomplished several things during their
practicum experience. First, SCIT were able to obtain the hours required for practicum. Second,
practicum is done in a school setting; therefore, SCIT received quasi-internship experiences in
the school setting. Third, the SCIT received supervision in small groups and/or one-on-one with a
supervisor. Supervision allows SCIT the ability to consult with their supervisors on ways to
approach students in the school setting. Finally, SCIT were able to build relationships with PSCs
and other school personnel.
Internship
Internship is the clinical experience for SCIT that assists in enhancing basic counseling
skills and developing the SCIT, then integrating the knowledge, skills, and values that were
learned in their coursework (Akos & Scarborough, 2004; Bernard & Goodyear, 2014; Jackson et
al, 2002; Russell-Chapin & Ivey, 2004). CACREP (2009) requires internship to be 600 hours,
and many non-CACREP programs require the same number of internship hours for their
students. SCIT must be supervised by a certified PSC with two years or more of experiences in
the field at the internship site (CACREP, 2009; Lazovsky & Shimoni, 2005). The on-site
supervisors assume the roles of mentors and give support to the SCIT during their internships
(Lazovsky & Shimoni, 2005; Roberts & Morotti, 2001).
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The counseling education programs and school internship sites need to help SCIT focus
on learning and developing their knowledge and skills (Akos & Scarborough, 2004). SCIT need
to work with clients independently and then discuss and evaluate their work with the clients and
their supervisors. Counseling education programs recognize that SCIT need to put theory from
their coursework into practice during their internships (Studer, 2006). SCIT are given the
opportunity to use theory learned in the classroom during their internships (Akos & Scarborough,
2004). Murphy and Kaffenberger (2007) stated that the university and internship environments
have different goals, outcomes, and demands on the SCIT.
The university and on-site supervisors have different roles in working with the SCIT
during their internships (Stanley, 2003). During internships, university supervisors focus on four
areas. First, the university supervisors have the responsibility to advise all SCIT preceding
internship on all the requirements and responsibilities expected during internship. Next, the
university supervisors must be the representatives from the university if SCIT must terminate
from the school internship site. Third, the university supervisors must visit SCIT at the internship
site. There must be dialogues between the university supervisors and on-site supervisors
regarding the SCIT progress. Finally, the university supervisors should give instruction weekly
for supervision on campus (Internship Manual for Site Supervisor, n.d.; Stanley, 2003).
Stanley (2003) stated that the on-site supervisors have to make the arrangements for
accepting the SCIT as interns and completing the interns’ contract before the SCIT start their
internships. The on-site supervisors have to assess the knowledge and skills of SCIT and develop
learning goals for them. The SCIT have no rapport with the students and school staff, resulting in
the on-site supervisors needing to provide an introduction of the SCIT in the school setting
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(Internship in Manual for Site Supervisor, n.d.; Stanley, 2003). Therefore, SCIT gain access into
the school counseling profession by their site supervisors.
School counselors-in-training receive supervision by the on-site supervisors; however, it
is important for the on-site supervisors to give the SCIT feedback regarding their progress (Kahn,
1999; Stanley, 2003). The on-site supervisors must meet with their SCIT for a minimum of one
hour per week to discuss progress and sign internship hours’ documentation for the SCIT
(Stanley, 2003). The on-site supervisors also complete an evaluation for SCIT twice during the
internship relationship. These evaluations occur in the middle and end of the SCIT internship
(Internship Manual for Site Supervisors, n.d.; Stanley, 2003). If there are concerns, then the onsite supervisors must alert the university supervisors. The on-site supervisors play a crucial role
in the internship process of SCIT. This leads to questions about how well prepared on-site
supervisors are at training interns.
Many of the on-site supervisors have the responsibility of supervising SCIT, but they
have no experience in supervision training (Murphy & Kaffenberger, 2007). Wood and Rayle
(2006) stated that current clinical supervision models lack details on how to supervise SCIT on
the diverse role and tasks that are required by school counseling environment. There should be
supervision training required for on-site supervisors before they supervise an intern. Professional
counseling organizations could take on the responsibility of training on-site supervisors because
it would ensure they are receiving a higher quality of supervision training. SCIT need quality
internship experiences to connect the coursework to their experience in the field (Kahn, 1999;
Wood & Rayle, 2006). The internship experience is the final step for SCIT before graduating
from the counseling education programs.
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School Counselors-in-Training Experience Studies
Quantitative Approach
School counselors’-in-training experiences have been predictors of their success entering
the school counseling profession. A way to review how SCIT can be evaluated is to recognize
that effective supervision is needed. Bulter and Constantine (2006) evaluated how SCIT selfesteem level and written case conceptualization would be affected in a Web-based peer format of
supervision. In the study, 48 SCIT from master’s programs volunteered to participate from the
Eastern region of the United States. Twenty-four SCIT were placed in the Web-based peer
supervision group and the other 24 SCIT were not in the Web-based peer supervision group. The
placement of participants was assigned by convenience rather than random placement.
The Web-based peer supervision participants consisted of 19 women and 5 men with the
ethnic breakdown of 15 White Americans, 4 African Americans, 3 Asian Americans, and 2
Latino Americans. The comparison group consisted of 18 women and 6 men with the ethnic
breakdown of 16 White Americans, 3 African Americans, 3 Asian Americans, and 2 Latino
Americans. All the participants were placed in a school counseling setting and received one hour
of supervision at their site.
In this study, the participants used several instruments. First, the participants were given a
demographic questionnaire that indicated their sex, age, and race or ethnicity, and previous
counseling experience. The Collect Self-Esteem Scale (CSES), a Likert-type instrument of 16
items, measured self-esteem in relating to belonging to a social group (Bulter & Constantine,
2006). The CSES consists of four subscales to assess four dimensions of collective self-esteem.
The first subscale was a private collective self-esteem that measured one’s positive feelings of
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their social group. The second subscale was public collective self-esteem that measured one’s
beliefs on the extent to which others feel positive about their social group. Next, the membership
collective self-esteem assessed the belief that they are good members in their social groups.
Finally, the identity collective self-esteem subscale measured the degree to which one believes
his or her social groups are an important part of their self-concept (Crocker et al., 1994). Crocker
et al. (1994) found that the CSES subscales were consistent in reliability. They range from .71 to
.88, and have a test-retest reliability coefficient of .68 for the total scale. Also, a Cronbach’s
alpha of .82 was calculated in their study.
Bulter and Constantine (2006) also used a case conceptualization exercise where
participants were given a vignette of a student and then asked to write a conceptualization of at
least three sentences. This instrument was given before and after the SCIT started practicing at
their school site. Butler and Constantine cited similar case conceptualization exercises that have
been used for SCIT and validated by SCIT (Gainor & Constantine, 2002). The conceptualization
case scores ranged from 0 to 5. The raters were doctoral students in counselor education
programs who were trained for 10 hours in coding the case conceptualization reliability.
The study results indicated that the Web-based peer group supervision improved the SCIT
clinical case conceptualization skills and collective self-esteem (Bulter & Constantine, 2006). It
seems that SCIT were able to discuss their development as PSCs with peers. They also offered
support and validation to one another. The Web-based group reported that the process helped
them develop their personal identities development. This study had several limitations. For
example, the results from the case conceptualization and pre-test/post-test collective self-esteem
cannot solely attribute the change to the Web-based intervention. Also, the small number of
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participants was not representative of SCIT because all the participants were from the same
school counseling program. The study needed a larger, more diverse sample to increase
reliability.
The two study strengths were that the SCIT improved in their case conceptualization
skills by participating in a Web-based peer supervision group; subsequently their self-esteem and
competence increased. It was believed, however, that Web-based peer supervision was effective,
though face-to-face peer supervision is still needed. There were several limitations to this study.
First, the researchers could not state that the only reason the SCIT self-esteem increased was that
the Web-based peer supervision was effective. The face-to-face group demonstrated similar
results from the pre-test and post-test surveys. Next, the sample size of the study was small,
leading to the possibility that there was no real representative of the population in the study. The
final limitation was that most of the participants were white and female.
Qualitative Approach
Woodside et al. (2009) explored the competence development of SCIT during their
internship experiences. The researchers’ goal was to collect data on how SCIT connected their
internship experience with their training in the classroom. There were 11 participants in the study
who were in CACREP-accredited school counseling programs from the same university. The
participants were divided into two groups and asked to write a narrative of their experiences after
two weeks of internship. SCIT participated in online dialogues with SCIT in which they reported
their experiences during internship for two weeks. The researchers reflected on the participants’
words and willingness to be open about their internship experiences.
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The study found that the participants had experienced three elements of competences that
had been defined by Wenger (1998). The first element was mutuality of engagement. The SCIT
had problems bonding with their site supervisors. For example, when the site supervisors
criticized SCIT in any manner, then SCIT tended to retreat. They preferred positive feedback and
did not know how to deal with negative feedback, which caused some distance between the SCIT
and site supervisors. The next element was that the SCIT made an impact at their internship site.
SCIT expected their time spent at their internships would result in positive change, but they felt
uncertainty about their role and responsibilities and how to respond to their experiences. The
final element was that SCIT were accountable at their internship site. SCIT did not know if they
could handle the job responsibilities from their experience from their internship. These elements
are consistent with the norm for SCIT during their internships (Woodside et al., 2009).
The study’s strengths were that SCIT learned four valuable lessons during their
internships: (a) experience depends on the relationship between the site supervisors and the
SCIT, (b) SCIT perceive a lack of power for change in the school, (c) the bond between SCIT
increased as a result of their experience, and (d) they learned to be realistic about their future as
PSCs. The limitations were that counseling education programs did not prepare students with
realistic expectations and strategies for entering the site internships. Site supervisors lacked
support on how to work with SCIT.
These studies measured the experiences of SCIT internships and evaluated ways to
decrease the challenges of counseling education preparation and training programs with SCIT
(Bulter & Constantine, 2006; Woodside et al., 2009). The researchers found that many articles
have been written on SCIT experiences during practicum and internship; however, the research is
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limited (Chibbaro, Boes, & Snow, 2008; Stanley, 2003). Most articles are theory based on the
problems and/or concerns in the counseling education programs with SCIT (Chibbaro et al.,
2008). Many counseling education programs are aware that their SCIT are struggling during
certain courses, but limited research or discussion explores how to decrease the problem and
relates this failure to counseling education curricula (Chibbaro et al., 2008; Kahn, 1999; Wood &
Rayle, 2006). Counseling education programs must be reviewed to determine how their programs
affect their students as they enter the school counseling profession.
Evaluating School Counseling Programs
The ASCA National Model activities of PSCs are the types of programs being utilized to
perform the role and responsibilities of PSCs (Scarborough, 2005). Past research only reviewed
how PSCs spend their time in certain activities (Scarborough, 2005; Vandegrift, 1999). There
needs to be research on academic preparation and training programs and how they affect SCIT
and PSCs (Burnham & Jackson, 2000; Scarborough, 2005). SCIT need to recognize and
understand how PSCs’ activities affect their internships. The internship experience for SCIT
initiates their attitudes and perceptions of the profession (Burnham & Jackson, 2000;
Scarborough, 2005). The ASCA National Model activities need to be focused on achieving SCIT
goals toward becoming PSCs during their internships.
Research stated that many SCIT have experienced disconnect within their academic
preparation and training program and internship experiences (Coker & Schrader, 2004). When
SCIT become PSCs, they then struggle with their role and responsibilities. Scarborough and
Culbreth (2008) stated the role and responsibilities of PSCs define the school counseling
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profession, which cause discrepancies at the workplace between their current and ideal role. The
problem stems from the role change of school counselors and how school counselors identify
with their new identity. The researcher intended to increase awareness of the perceptions of
SCIT by utilizing academic preparation and training programs during internships for counseling
education programs, along with providing counseling educators with information on how to
improve SCIT internship experiences.
The author for this study utilized the School Counselor Activity Rating Scale (SCARS)
(Scarborough, 2005) to review how prepared SCIT felt entering their internship sites with the
knowledge and skills learned from their counseling education programs on the ASCA National
Model. Findings indicated that SCARS did support how PSCs actually versus preferred to spend
their time with job-related activities and how the curriculum, coordination, counseling, and
consultation interventions of PSCs were taking place in the educational system. Another study
did state that the SCARS was consistent with the previous study using the SCARS with PSCs
engaged in the four interventions of curriculum, coordination, counseling, and consultation
(Scarborough & Culbreth, 2008). Some discrepancies existed between actual and preferred
practices of PSCs. A study needs to be conducted to provide counseling educators and PSCs with
results on how to better service SCIT during their internship with the counselors’ activities as
defined by the ASCA National Model and the non-guidance activities (Janson et al., 2009;
McGlothlin & Miller, 2008).
The current researcher recognized that exploring the perceptions of SCIT would provide
resources on how to improve the approaches on how counseling education programs prepare and
train future PSCs. According to the existing research, SCIT have not been afforded the
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opportunity to share their perceptions of their experience in academic preparation and training
programs. The researcher reviewed the history of PSCs and three contextual factors to gain
knowledge and awareness of the role and responsibilities of members in the school counseling
profession. The academic preparation and training program of SCIT using the ASCA National
Model during their internships affected their perceptions of the school counseling profession.
Summary
An examination of the history of PSCs and three contextual factors illustrated how the
perceptions of SCIT are formed upon entering their internship experience. PSCs’ academic
preparation and training program influences their perceptions and effectiveness during their
internship and upon transition into the workplace. The history of PSCs and contextual factors of
the school counseling curricula, developmental model, and internship experiences in school
counseling programs revealed the SCIT process. There are expectations and challenges for SCIT
in their academic preparation and training regarding use of the ASCA National Model during
their internship. The counseling education programs need to review the expectations and
challenges of SCIT in their programs. One way for counseling education programs to review
these expectations and challenges would be by reviewing the school counseling curricula of
SCIT, using the ASCA National Model and possible experiences at the internship sites. Getting
the perceptions of SCIT about their academic preparation and training using the ASCA National
Model during internship would provide information on best practices to assist SCIT in dealing
with the expectations and challenges in their counseling education programs. The perceptions of
SCIT about their academic preparation and training consisted of everyone who was involved in
their programs.

CHAPTER 3
METHODOLOGY

This chapter discusses the methodology utilized in the current study to explore school
counselors-in-training (SCIT) perceptions of their academic preparation and training using the
ASCA National Model during their internship. In this study SCIT shared their perceptions in
dealing with the following: counseling education programs; using the ASCA National Model;
and the internship site. There is limited research on the perceptions of SCIT on their road to
becoming professional school counselors (PSC) and challenges faced during their internship.
This study looked to define and examine the perceptions of SCIT regarding their
academic preparation and training during internship using the ASCA National Model. The
history of school counseling has shown that change took time within the educational system.
Many PSCs were not following or trained in the ASCA National Model. The researcher wanted
to learn ways in which counseling education programs could update their programs to decrease
challenges of SCIT during their internship experiences with the knowledge, awareness, and/or
skills of the ASCA National Model. She wanted to give SCIT and recent graduates a voice with
which to express their perceptions of their counseling education programs and how the ASCA
National Model was utilized at their internship sites.
This methodology chapter discusses how the researcher expected to answer her questions
with the following information: research design, participants, instrument, procedures, and
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analysis. The study is a descriptive research design that utilized quantitative research methods in
order to examine several research questions:
1. To what extent do counselor trainees perceive themselves to be knowledgeable about the
ASCA National Model?
2. How confident are counselor trainees in implementing the ASCA National Model?
3. To what extent do individuals who have undergone school counseling training implement
the ASCA National Model?
4. To what extent do individuals who have undergone school counseling training actually
engage in—and prefer to engage in—school counseling activities?
Research Design
This study was quantitative in that it utilized a descriptive research design. A descriptive
research design focuses on observing and describing a subject without affecting its normal
environment (Cantrell, 2011). Quantitative research is a way to test objective theories by
examining the relationships of variables (Creswell, 2009). In this study the researcher collected
data regarding how knowledgeable and confident SCIT feel regarding their ability to implement
the ASCA National Model during their internship, for which the quantitative method was used.
Quantitative research uses an instrument to analyze the relationships among the variables that
will be surveyed (Creswell, 2009; Heppner, Wampold, & Kivilighan, 2008). The survey
examined how SCIT rate their knowledge, confidence, and ability to implement the ASCA
National Model.
School counseling literature exists on how PSCs spend time in school counseling
activities (Carroll, 1993; Hardesty & Dillard, 1994; Vandegrift, 1999) and how school counselors
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actually and prefer to spend their time (Johnson, 1993; Mustaine, Pappalardo, & Wyrick, 1996;
Nelson et al., 2008; Scarborough, 2005; Scarborough & Culbreth, 2008). In Scarborough and
Culbreth’s study (2008), the dependent variables were the SCARS intervention subscales that
refer to the school counseling activities. The SCARS intervention subscales are curriculum,
coordination, counseling, and consultation. The independent variables are CACREP status,
teaching certificate status, and organizations’ membership status.
The study was a non-random sample that consisted of at least 150 participants who
volunteered to participate in this study. The non-random sample consisted of characteristics such
as generalizations to a certain population and were reasonable in studies based on the “good”
principle (Dillman, Smyth, & Christian, 2009; Heppner et al., 2008). The snowballing sampling
was the type of non-random sampling method used. The snowball sampling entails using key
individuals or groups to identify potential subjects (Heppner et al., 2008). This method had been
recommended in studies where obtaining access to subjects was difficult (Denscombe, 1997;
Faugier & Sargeant, 1997).
Participants
The present study targeted individuals who met the following criteria: (a) A graduate
student or a graduate from a 48-hour accredited School Counseling Program within the State of
Illinois; (b) had completed over a year of coursework; (c) was currently completing or had
completed within the past year a school counseling internship in an elementary, middle,
alternative, and/or high school building; (d) had completed at least 300 internship hours; and (e)
was supervised by a site supervisor who had been identified as a Professional School Counselor
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holding a State of Illinois, Board of Education, Type 73 certificate in school counseling. The
participants were able to contact the researcher if they had any questions about the study.
Instruments
The individuals participating in this study completed the School Counselor Activity
Rating Scale (SCARS) (Scarborough, 2005) (see Appendix A) and demographic information
questions (see Appendix B). Scarborough (2005) created this instrument to measure the
frequency of how often PSCs actually and prefer to perform their school counseling activities.
The instrument is a survey that focuses on two main areas of intervention activities. The two
main areas of intervention activities are counseling responsibilities and non-counseling activities,
such as counseling, guidance lesson plans, and career development, and non-guidance activities
such as scheduling, cafeteria duty, and hall duty. The instrument follows the goals of the ASCA
National Model. The ASCA National Model has been the development model for PSCs in the
last decade (Brott, 2006; Janson, et al., 2009; McGlothlin & Miller, 2008; Williams & Wehrman,
2010).
School Counselor Activity Rating Scale
The School Counselor Activity Rating Scale (see Appendix A) looks at the school
counseling activities that ASCA states are the role and responsibilities of PSCs or not their roles.
The SCARS instrument is a survey of 48 items that use a 5-point Likert-type scale: (a) prefer
never to do this (1), (b) rarely do this (2), (c) occasionally do this (3), (d) would prefer to
frequently do this (4), or (e) would prefer to routinely do this (5) (Nelson et al., 2008;
Scarborough, 2005). The strength of the SCARS is that it describes each school counselor's daily
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activity, which allows the participant to identify exactly the activity they are rating before the
next item. It gives an idea of how important the activity is for PSCs’ jobs and their perceptions of
each activity. The participants rate each school counselors’ daily activity, which allows SCIT to
define each activity as an individual activity instead of all being the responsibilities of the PSC.
The data collected from the SCARS create a dialogue of the actual and preferred activities
between school counselors-in-training, counselor educators, and others in the school counseling
profession (Nelson et al., 2008; Scarborough, 2005).
Scarborough (2005) created the SCARS to analyze four “intervention actions” areas of
the ASCA National Model—curriculum, consultation, coordination, and counseling—along with
the non-guidance activities. Each area offers subscales, which are associated with improving the
validity and reliability of a comprehensive developmental school counseling program. The
Curriculum subscales consist of eight items on activities that are done in the classroom or with
groups of students. The Cronbach’s Alpha Reliability Coefficients for Curriculum Subscale were
actual frequency (.93) and prefer frequency (.90). The Consultation subscales consist of seven
items on activities coordinating referrals with families, students, and other mental health
providers. The Cronbach’s Alpha Reliability Coefficients for Consultation Subscale were actual
frequency (.75) and prefer frequency (.77). The Coordination subscales consist of 13 items on
activities such as professional development for other school faculty and staff on the roles,
training, and services provided by PSCs. The Cronbach’s Alpha Reliability Coefficients for
Coordination Subscale were actual frequency (.84) and prefer frequency (.85). The Counseling
subscales consist of 10 items on activities that PSCs provide in individual and group counseling
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for students. The Cronbach’s Alpha Reliability Coefficients for Counseling Subscale were actual
frequency (.85) and prefer frequency (.83).
Many PSCs have performed non-guidance activities at their internship sites. The School
Counselor Activity Rating Scale (see Appendix A) also reviews the non-guidance activities in
three areas of Clerical Activities, Fair Share Activities, and Administrative Activities
(Scarborough, 2005). The Cronbach’s Alpha Rating for Clerical and the Administrative
Activities subscales ranges from .43 to .58. The Fair Share Activities subscale ranges from .83 to
.84 (Nelson et al., 2008; Scarborough, 2005).
Demographics Information
The demographics information consists general information such as gender, type of
counseling education program, teaching certificate status, and professional counseling
organization association (see Appendix B), and a survey on knowledge, confidence, and ability to
implement the ASCA National Model during internship that is called the Matrix (see Appendix
C). For SCIT, participants were rated on the following three areas: knowledge, confidence, and
opportunity of implementing the ASCA National Model at their internship site. Also, there were
questions on the four components of the ASCA National Model that are Foundation, Delivery
System, Management Systems, and Accountability, along with questions on non-counseling
duties and case manager duties. Responses were on a 5-point Likert-type scale: (a) very low (1),
(b) low (2), (c) moderate (3), (d) high (4), or (e) very high (5) for all three areas. These
demographic variables related to how SCIT actually and preferred to perform their job activities
as defined by the ASCA National Model.
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This study examined three different types of demographic information. Teaching
experience, school counseling program accreditation status, and organization membership status
were the main demographic information collected. Teaching experience consisted of having a
teaching certificate or not. A substitute teaching certificate was not considered a teaching
certificate. The individuals had obtained a teaching certificate from an accredited
college/university in education. The school counseling program accreditation status consisted of
whether or not school counseling programs had CACREP status. The CACREP status must be in
the school counseling program of the counseling education program. The organization
membership status consisted of membership in a professional counseling organization of
national, state, or regional status. The main demographic information provided data on how
participants’ perceptions of their academic preparation and training using the ASCA National
Model during internship were affected by these variables.
Procedures
There are 21 master’s level, school counseling education programs in Illinois, with 12 of
those identified as CACREP-accredited and 9 programs that are not CACREP-accredited (Illinois
School Counselor Association, 2012).The Illinois school counseling programs’ department chairs
and counselor educators from all of the Illinois master’s programs were contacted by e-mail with
an inquiry prior to the study (see Appendix D). The researcher collected the contact information
for each Illinois school counseling program’s department chair and counselor educators’ e-mails
from the school counseling programs’ websites.
The study recruitment process used e-mail to contact department chairs and counselor
educators. The information in the e-mail included these aspects: (a) It requested department
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chairs and counselor educators to inform their SCIT currently in internship of the opportunity to
participate in the online survey; (b) It explained the purpose of the study and the potential
benefits to the school counseling field; (c) It clearly stated that participation in the online survey
was anonymous; (d) It stated efforts of the study and the participants’ involvement; (e) It listed
the type of sampling strategy; and (f) It gave directions to university participants (see Appendix
D). The study recruitment process allowed department chairs and counselor educators to forward
the study information to their SCIT and recent graduates via email.
Dillman et al. (2009) stated that giving unique individual codes has been an effective
means to track organizations regarding who has or has not participated in the study. In order to
track who responded to the study, each university was given a unique university code for its
individual participants to use when completing the survey. The tracking process provided
information on which universities to send either second notices for participation or thank-you
letters for participating in the study. The e-mail letter provided a link to the survey with required
information to be completed by the participants. The e-mail letter process facilitated department
chairs and counselor educators forwarding the information to possible participants through emails.
The individuals who participated in the study were given a Web address for “survey
gizmo,” which is an online survey. The participants responded to the survey, which included an
informal consent statement (see Appendix E), the SCARS, and demographic information. The
participants had the option of not completing the survey at any time. The survey did not ask for
any identifying information, but participants who desired to know the findings of the research
were offered the option to include their e-mail addresses in a separate data collection screen after
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completing the survey. Dillman et al. (2009) remarked that many participants want to receive the
study’s results. The researcher’s contact information was provided in case there were any who
took this option. The electronic surveys were very cost efficient to the researcher, more economic
than sending paper surveys to the universities, more efficient for data collection, easier to
monitor for participation, and more convenient for the researcher and participants (Van Selm &
Jankowski, 2006). Dillman et al. (2009) stated that the only disadvantage of the online survey
was monitoring the response rate. It is important to know who needs second notifications to
remind individuals to take the survey. And for participants who completed the survey, the
researcher had to follow up by sending an e-mail to the Illinois school counseling programs’
department chairs and counselor educators, thanking them for supporting this study by allowing
participants from their programs to take the survey (see Appendix F).
Analysis
This study used descriptive statistics to learn the perceptions of SCIT during their
internships. The data analysis was numerically completed by the Statistical Package for the
Social Sciences (SPSS). These questions were addressed using descriptive statistics:
1. To what extent do counselor trainees perceive themselves to be knowledgeable about the
ASCA National Model?
2. How confident are counselor trainees in implementing the ASCA National Model?
3. To what extent do individuals who have undergone school counseling training implement
the ASCA National Model?
4. To what extent do individuals who have undergone school counseling training actually
engage in—and prefer to engage in—school counseling activities?
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The descriptive statistics would be from a group of shape, form, and normality statistics,
central tendency, variation, and quartile and percentile measures (McHugh & Hudson-Barr,
2003). The descriptive statistics give information on the variable of interest that will be looking
at SCIT knowledge, confidence, and opportunity to implement the ASCA National Model and
their perceptions of the actual and preferred time spent doing school counseling-related activities
during their internship. The shape, form, and normality statistics will be looking at whether there
is a normal distribution for ordinal and interval ratio data. It is called a bell-shaped curve
(McHugh, 2003). The central tendency measures the location of the data by looking at the mean,
mode, and median. Variation is the range, variance, and standard deviation. The quartile and
percentile measures look at the placement of each individual’s data.
The SCARS was used to collect data on SCIT perceptions of how they actually versus
preferred to spend their time regarding school counseling-related activities during their
internships. The question “To what extent do individuals who have undergone school counseling
training actually engage in—and prefer to engage in—school counseling activities?” also used ttests and Pearson correlation. The t-test was used to test two samples to compare the mean values
of both samples (Gravetter & Wallnau, 2013). This study looked at the differences of the mean
scores of individuals’ actual and preferred engagement within the school counseling activities
during internship. The dependent variables are the SCARS intervention subscales that refer to the
school counseling activities and non-guidance activities. The independent variables were whether
the SCIT actually or preferred to engage in the activities. Also, the Pearson correlation was used
to measure whether there was a relationship between the actual and preferred engagement of the
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five subscales of the SCARS (Gravetter & Wallnau, 2013). The Pearson correlation tells if there
was a positive, negative, or no correlation with each subscale.
The researcher looked at the perceptions of SCIT regarding their knowledge, confidence,
and ability to implement the ASCA National Model during internship and whether the
participants actually engaged or preferred to engage in the school counseling activities.
Summary
This study was a quantitative analysis on the perceptions of SCIT regarding their
academic preparation and training during internships. The study analyzed participants’
perceptions of their confidence, knowledge, and ability to implement the ASCA National Model,
as well as whether they actually or preferred to complete school counseling activities and nonguidance activities. The results of this study will provide counselor education programs and site
supervisors with information on how to better prepare and train SCIT for the school counseling
profession, using the ASCA National Model during internship.

CHAPTER 4
RESULTS

The four research questions addressed by this study were: (1) To what extent do
counselor trainees perceive themselves to be knowledgeable about the ASCA National Model?
(2) How confident are counselor trainees in implementing the ASCA National Model? (3) To
what extent do individuals who have undergone school counseling training implement the ASCA
National Model? and (4) To what extent do individuals who have undergone school counseling
training actually engage in—and prefer to engage in—school counseling activities?
This chapter includes a review of the demographic characteristics and description of the
analysis and results for each of the four research questions in this study. The first three research
questions were addressed using descriptive statistics. The fourth research question used the t-test
and Pearson correlation. The t-test identified significant comparisons between how school
counselors-in-training actually or preferred to engage in school counseling activities
(Counseling, Consultation, Curriculum, Coordination, and Non-Counseling). The Pearson
correlation identified the relationship of each of the school counseling activities of the School
Counselor Activity Rating Scale (SCARS).
Demographic Factors
Twenty-one counseling education programs within Illinois were contacted to request that
their recent school counselor graduates and/or interns participate in this study. The survey was
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completed by 153 participants, of whom 14.4% (22) were males and 85.6% (131) were females.
Table 1 summarizes the gender of participants.
Table 1
Gender of Participants (N = 153)
Gender

N

%

Men
Women

22
131

14.4
85.6

Participants identified their age as follows: 60.1% (92) were 20-30 years old, 36% (55)
were 31-40 years old, and 3.9% (6) were 41-50 years old. Table 2 summarizes the age of
participants.
Table 2
Age of Participants (N =153)
Age
20-30 years old
31-40 years old

N
92
55

%
60.1
36.0

41-50 years old

6

3.9

Participants identified their ethnic background as follows: 41.8% (64) Caucasian, 33.4%
(52) African American/Black (non-Hispanic), 15.6% (24) Hispanic, 3.8% (5) Asian and 5.2% (8)
Multiracial. Table 3 summarizes the ethnic background of participants. The participants were
from different backgrounds, and all were current students and/or recent graduates from school
counseling programs. Ninety-two participants (60.1%) were from school counseling master’s
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programs that were accredited by the Council for Accreditation of Counseling and Related
Education Programs (CACREP), and sixty-one (39.9%) were from non-CACREP school
counseling master’s programs. Table 4 summarizes the CACREP accreditation.
Table 3
Ethnic Background of Online Survey Participants (N = 153)
Ethnic Background
Caucasian Americans
African Americans/Blacks (non-Hispanic)
Hispanic Americans
Multiracial
Asian Americans

N
64
52
24
8
5

%
41.8
33.4
15.6
5.2
3.3

Table 4
Type of Educational Level (N = 153)
School Counseling Master's Program

N

%

CACREP

92

60.1

Non-CACREP

61

39.9

Participants identified with a teaching certificate were as follows: 44.4% (68) held a
teaching certificate, and 55.6% (85) did not have a teaching certificate (see Table 5).
Table 5
Teaching Certificate (N = 153)
Teaching Certificate

N

%

Teachers

68

44.4

Non-Teachers

85

55.6
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The participants could choose from membership in several divisions of the American
Counseling Association (ACA) and the Illinois Counseling Association (ICA). Participants
identified membership as follows: 73.9% (113) were ACA members as opposed to 26.1% (40)
who were not, but who were members of another counseling organization. In addition, 55.5%
(88) were ICA members as opposed to 42.5% (65) who were not, but who were members of
another counseling organization. Table 6 summarizes the membership of participants.
Table 6
Counseling Membership (N = 153)
Membership
American Counseling Association
Illinois Counseling Association

N
113
88

%
73.9
55.5

Participants identified counseling experience as follows: 68.6% (105) were currently
school counselors-in-training and 31.4% (48) had recently graduated (participants must have
graduated in the last 12 months to participate) from a school counseling program. Table 7
summarizes the counseling experience of participants.
Table 7
Counseling Experience (N = 153)
Counseling Experience
School Counselors-in-Training
Recent Graduates

N
105
48

%
68.6
31.4

Analysis of Research Questions
The first three research questions were scrutinized based on the information from the
Matrix that was collected and analyzed (See Appendix C). There were a total of 24 questions
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within the Matrix. These questions focused on the extent to which school counselors-in-training
(SCIT) were knowledgeable, confident, and had the opportunity to implement the American
School Counselor Association (ASCA) National Model at their internship site. The Matrix
focused on: ASCA National Model, Guidance Curriculum, Individual Planning, Responsive
Services, Systems Suport, Data, Non-counseling Duties, and Case Manager Duties.
Research Question One
To what extent do counselor trainees perceive themselves to be knowledgeable about the ASCA
National Model?
This section presents the Matrix that focused on how knowledgeable the individuals were
regarding utilizing school counseling training with major components of the ASCA Model.
There were also a few knowledge areas that emphasized duties unrelated to the ASCA National
Model. The response options ranged from knowing nothing to knowing a great deal about the
areas (see Table 8).

Table 8
Frequency Distribution for Self-Reported Knowledge of the ASCA National Model (N = 153)
Component
Nothing
ASCA National Model
0 (0%)
Guidance Curriculum
0 (0%)
Individual Planning
0 (0%)
Responsive Services
0 (0%)
Systems Support
0 (0%)
Data
0 (0%)
Non-counseling Duties
0 (0%)
Case Manager Duties 34 (22.2%)

Heard About
7 (4.6%)
7 (4.6%)
7 (4.6%)
7 (4.6%)
7 (4.6%)
5 (3.3%)
1 (0.7%)
53 (35.0%)

Little
22 (14.4%)
32 (21.0%)
28 (18.3%)
45 (29.4%)
56 (36.6%)
23 (15.0%)
9 (5.9%)
32 (21.0%)

Moderately
79 (51.6%)
83 (54.2%)
86 (56.2%)
81 (53.0%)
71 (46.4%)
90 (58.8%)
82 (54.0%)
22 (14.4%)

Great Deal
45 (29.4%)
31 (20.2%)
32 (20.9%)
20 (13.0%)
19 (12.4%)
35 (22.9%)
61 (39.4%)
12 (7.4%)
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The majority of the survey participants felt that they possessed a moderate to a great deal
of knowledge about the ASCA National Model from their school counseling training. There are
eight sections within the Matrix. The first part was the entire ASCA National Model, about
which 81% of the participants had a moderate to a great deal of knowledge. The participants
were asked about the Guidance Curriculum, Individual Planning, Responsive Services, and
Systems Support that are part of the ASCA National Model. Nearly three quarters (74.4%) of the
participants felt their knowledge of the Guidance Curriculum was moderate to a great deal;
77.1% of participants indicated the same level with Individual Planning, 76% for Responsive
Services, and 58.8% of participants perceived their knowledge of Systems Support to be
moderate to a great deal. Also, 81.7% believed their knowledge on working with Data was
moderate to a great deal.
The Non-Counseling Activities are activities that are not within the ASCA National
Model; however, there are activities that are expected to be carried out by school counselors such
as lunch duty and test coordination. The study found that 93.4% of the participants had a
moderate to a great deal of knowledge about the Non-Counseling Activities, but only 21.8% of
the participants did possess a moderate to a great deal of knowledge about the Case Manager
Duties, which was considerably lower than the other categories. Therefore, the participants have
more knowledge about Non-Counseling Activities that are not part of the ASCA National Model,
but limited knowledge of the Case Manager Duties which are also not part of the ASCA National
Model. Results also indicated that 78.2% of the participants knew little to nothing about the Case
Manager Duties, and 93.4% of survey participants’ responses indicated that they had a moderate
to a great deal of knowledge about the non-counseling duties. Therefore, it appears that many of
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the survey participants had more limited knowledge of the Case Manager Duties than the other
sections of the Matrix. The Case Manager Duties are not part of the ASCA National Model.
Thus, knowledge of the ASCA National Model was reported by the majority of the participants
in this study.
Research Question Two
How confident are counselor trainees in implementing the ASCA National Model?
The participants’ responses regarding their confidence with implementing the ASCA
National Model in their school counseling programs varied from a range of not feeling confident
to feeling very confident about implementation (see Table 9).

Table 9
Frequency Distribution for Self-Reported Confidence in Implementing ASCA National Model
(N = 153)
Component
ASCA National Model
Guidance Curriculum
Individual Planning
Responsive Services
Systems Support
Data
Non-counseling Duties
Case Manager Duties

None
7 (4.6%)
8 (5.2%)
9 (5.9%)
10 (6.5%)
10 (6.5%)
2 (1.3%)
0 (0.0%)
76 (50.0%)

Little
15 (9.8%)
20 (13.1%)
17 (11.1%)
27 (17.6%)
35 (22.9%)
12 (7.8%)
6 (3.9%)
36 (32.5%)

Somewhat
41 (26.8%)
42 (27.5%)
41 (26.8%)
58 (37.9%)
60 (39.2%)
44 (28.8%)
18 (11.8%)
20 (13.1%)

Moderate
80 (52.3%)
72 (47.1%)
71 (46.4%)
53 (34.6%)
46 (30.1%)
72 (47.1%)
76 (49.75)
15 (9.9%)

Very
10 (6.5%)
11 (7.1%)
15 (9.8%)
5 (3.4%)
2 (1.3%)
23 (15.0%)
53 (34.6%)
6 (3.6%)

The frequency of confidence by the survey participants varied depending on the category
in the Matrix. The participants reported being somewhat to very confident with the following
categories: 85.6% with the ASCA National Model, 81.7% with the Guidance Curriculum, 83%
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with Individual Planning, 75.9% with Responsive Services, 70.6% with Systems Support, 90.9%
with Data, 96.15% with Non-counseling Duties, and 26.6% with Case Manager Duties. The
survey participants felt somewhat confident to very confident within the Matrix on various
categories except the Case Manager Duties. Of the survey participants, 85.5% felt little to no
confidence about the Case Manager Duties. The Case Manager Duties consist of managing the
Individualized Education Program (IEP) and Students with Disabilities (504 Plan). The IEP and
504 plans are legal documents that must be followed in educating those students with an IEP or
504 Plan. The Case Manager Duties are not part of the ASCA National Model, in contrast to the
Non-counseling Duties. The description of Non-counseling Duties states that SCIT are
participating in duties other than what was learned in their school counseling programs, but it
does not include such specialized duties as are required for case management.
Research Question Three
To what extent do individuals who have undergone school counseling training implement the
ASCA National Model?
The particpants' abilities to implement the ASCA National Model in their school
counseling training programs were examined along with the Non-counseling Duties and the Case
Manager Duties. The responses ranged from not able to talk about the ASCA National Model to
implementation and receiving feedback on the ASCA National Model (see Table 10).
A total of 50.3% of survey participants reported an ability to implement the ASCA
National Model. The percentage of participants reporting an ability to implement in the other
categories was: 41.8% for Guidance Curriculum, 47.7% for Individual Planning, 18.3% for
Responsive Services, 14.4% for Systems Support, 50.9% for Data, 14.4% for Non-counseling
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Duties, and 10.5% for Case Manager Duties. However, the areas which survey participants were
able to implement at a lower rate were the Responsive Services, System Support, Non-counseling
duties, and Case Manager Duties. The percentage of survey participants who reported being able
to implement and receive feedback was: 4.6% for ASCA National Model, 7.8% for Guidance
Curriculum, 9.8% for Individual Planning, 5.9% for Responsive Services, 3.3% for System
Support, 14.4% for Data, and 45.7% for Non-counseling Duties. The participants had a higher
rate of 45.7% in receiving feedback for Non-counseling Duties (which is not part of the ASCA
National Model) than any section of the Matrix.

Table 10
Frequency Distribution for Self-Reported Implementation Level of the ASCA National Model
(N = 153)

Component
ASCA National Model
Guidance Curriculum
Individual Planning
Responsive Services
Systems Support
Data
Non-counseling Duties
Case Manager Duties

Not Talk
11 (7.2%)
14 (9.2%)
12 (7.8%)
19 (12.4%)
21 (13.7%)
7 (4.6%)
2 (1.3%)
62 (40.5%)

Talk about
Implement
21 (13.7%)
22 (14.4%)
21 (13.7%)
23 (1.05%)
30 (19.6%)
22 (14.4%)
46 (30.1%)
57 (37.2%)

Talk &
Plan/No
Implement
37 (24.2%)
41 (26.8%)
32 (21.0%)
74 (48.4%)
75 (49.0%)
24 (15.7%)
13 (8.5%)
18 (11.8%)

Implement
77 (50.3 %)
64 (41.8%)
73 (47.7%)
23 (18.3%)
22 (14.4%)
78 (50.9%)
22 (14.4%)
16 (10.5%)

Feedback
7 (4.6%)
12 (7.8%)
15 (9.8%)
9 (5.9%)
5 (3.3%)
22 (14.4%)
70 (45.7%)
0 (0%)

The participants were able to talk about and not implement Responsive Services at a rate
of 48.4% and Systems Support 49%. The Responsive Services and Systems Support areas were
the highest among the categories of the Matrix to be able to talk about and not implement at their
internship sites. The Responsive Services and Systems Support were able to talk about and not
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implement the Individual Planning, Guidance Lessons, and Data of the ASCA National Model,
whereas 40.5% of the survey participants did not talk about implementing Case Manager Duties
at their internship sites. Case Manager Duties are not part of the ASCA National Model.
Research Question Four
To what extent do individuals who have undergone school counseling training actually engage
in—and prefer to engage in—school counseling activities?
The purpose of the fourth research question was to determine the extent to which
individuals who have undergone school counseling training actually engage in—and prefer to
engage in—school counseling activities. The questionnaire used to answer this research question
was the School Counselor Activity Rating Scale (SCARS). The SCARS used a 5-point Likerttype scale: (a) prefer/actual never to do this represents value 1, (b) prefer/actual rarely do this
represents value 2, (c) occasionally do this represents value 3, (d) would prefer/actual to
frequently do this represents value 4, and (e) would prefer/actual to routinely do this represents
value 5. The SCARS was used to examine SCIT actual and preferred activities.
The School Counselor Activity Rating Scale (SCARS) consists of 48 items encompassing
five areas: Counseling, Consultation, Curriculum, Coordination, and Non-counseling Activities.
The Counseling Activities consist of 10 items that focus on counseling on different topics
individually and/or in groups. The Consultation Activities consist of seven items that focus on
consultation with the stakeholders of the school. The Curriculum Activities include eight items
that focus on guidance lessons conducted in the classroom on varies topics. The Coordination
Activities consist of 13 items that deal with coordination of different types of programs for the
stakeholders in the school. Finally, the Non-counseling Activities address 10 items that focus on
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activities such as scheduling students and hall duty, which are not part of the ASCA National
Model.
SCARS
The School Counselor Activity Rating Scale (SCARS) was created to determine the
actual and preferred school counseling activities of the current role and responsibilities of
professional school counselors in different school districts. The sections of the SCARS are
Counseling, Consultation, Curriculum, Coordination, and Non-counseling Activities, which were
not part of the ASCA National Model. Table 11 shows the value of coefficient alpha for each
subscale of the SCARS for this study. Observed values of alpha were comparable to findings in
previous studies.
Table 11
SCARS (N=153)
SCARS

Coefficient Alpha

Counseling (Actual)

.94

Counseling (Prefer)

.93

Consultation (Actual)

.89

Consultation (Prefer)

.85

Curriculum (Actual)

.96

Curriculum (Prefer)

.91

Coordination (Actual)

.88

Coordination (Prefer)

.88

Non-Counseling (Actual)

.80

Non-Counseling (Prefer)

.71
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A Cronbach’s alpha reliability coefficient is considered “good” if it is greater or equal to
.80 (McHugh, 2013, p. 1). All coefficients exceed this criterion except the Non-counseling
Activities (Prefer). The reliability coefficient overall was good with the SCARS; however, when
the participants responded to preference to complete Non-counseling Activities, the reliability
coefficient was under .80. When Cronbach’s alpha reliability coefficient is between .70 – .79, it
is considered to be acceptable or fairly reliable in research (McHugh, 2013).
A paired sample t-test was used to determine if there was a statistical difference between
the actual and preferred mean for each of the SCARS subscales (see Tables 12 and 13).
Counseling Activities
The first subscale of SCARS was counseling activities (see Table 12). Counseling
Activities (Actual) had an average of 3.17, which indicated that the survey participants
occasionally completed the counseling activities. However, Counseling Activities (Prefer) had an
average of 3.92, indicating that more participants reported that they frequently wanted to
complete the counseling activities. Overall, the participants preferred to have more counseling
activity opportunities (see Appendix F). Some participants were allowed to complete only small
group counseling activities during their internship that addressed relationship/social skills, and
counseling for students regarding substance abuse; however, they preferred to have had more
opportunities in these areas.
The t-score for the Counseling Activities was 1.68 (see Table 13). This was significant for
the Counseling Activities, which had a p-value of less than .05. The study showed that
Counseling Activities were important to the survey participants. Therefore, there was a
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Table 12
Mean and Standard Deviation of SCARS (Actual and Prefer) (N= 153)

Subscales
Counseling
Consultation
Curriculum
Coordination
Noncounseling

Actual
Mean
3.17
2.52
2.45
2.43
2.78

Prefer
Mean
3.92
3.63
3.64
3.63

Mean
Difference
.75
1.11
1.19
1.20

2.01

-.77

Actual
Standard
Deviation
3.40
2.75
2.62
2.88
2.91

Prefer
Standard
Deviation
3.99
3.80
3.91
3.98
2.12

Standard
Deviation
Difference
.59
1.05
1.29
1.10
-.79

Table 13
SCARS t-test (N= 153)
SCARS

Df

t

P

Counseling

152

1.68

.046

Consultation

152

1.77

.039

Curriculum

152

1.85

.034

Coordination

152

1.80

.037

Non-Counseling

152

1.71

.045
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statistically significant difference between the following actual and preferred Counseling
Activities: to provide small group counseling addressing relationship/social skills and to conduct
small group counseling for students regarding substance abuse issues (their own use or
family/friend use) (see Appendix F). The participants indicated that they would have preferred to
have done more of these two Counseling Activities. The participants revealed that they would
prefer to frequently perform the majority of the Counseling Activities. There were two items that
participants selected would prefer/actual to occasionally do this. Those items were to actually
counsel students regarding crisis/emergency issues and actually conduct small group sessions
regarding family/personal issues (e.g., divorce, death). Overall, the participants would prefer to
frequently perform the Counseling Activities.
Consultation Activities
The second subscale of SCARS was Consultation Activities (see Table 12). Consultation
Activities (Actual) had an average of 2.52, which indicated that the participants rarely completed
the consultation activities at their internship site. Consultation Activities (Prefer) had an average
of 3.63, which indicated that the participants wanted to carry out more Consultation Activities at
their internship site. There was a significant difference between each actual and preferred
Consultation Activity. The actual mean for consultation question was under 3.0 and the prefer
mean was at 3.38 and above. The participants preferred to participate in Consultation Activities
at their internship site.
The t-score for the Consultation Activities was 1.77 (see Table 13). This was
significant for the Consultation Activities, which had a p-value of less than .05. Therefore, there
was a significant difference between all of the actual and preferred items within the Consultant
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Activities subscale (see Appendix F). The survey participants’ responses to the Consultation
Activities that they actually rarely do this included to assist in identifying exceptional children
(special education) and provide consultation for administrators (regarding school policy,
programs, staff and/or students). Seven items that survey participants responded they would
prefer to occasionally do this were the following: to consult with school staff concerning student
behavior, consult with community and school agencies concerning individual students,
coordinate referrals for students and/or families to community or education professionals (e.g.,
mental health, speech pathology, medical assessment), and participate in term/grade level/subject
team meetings. They prefer to rarely assist in identifying exceptional children (special education)
and participate in term/grade level/subject team meetings.
Seven items to which the survey participants answered they would prefer to frequently
do this were to consult with school staff concerning student behavior, consult with community
and school agencies concerning individual students, consult with parents regarding
child/adolescent development issues, coordinate referrals for students and/or families to
community or education professionals (e.g., mental health, speech pathology, medical
assessment), and participate in term/grade level/subject team meetings.
Curriculum Activities
The third subscale of SCARS was Curriculum Activities (see Table 12). Curriculum
Activities (Actual) had an average of 2.45, which indicated that the participants rarely completed
the curriculum activities at their internship site. However, Curriculum Activities (Prefer) had an
average of 3.64, which indicated that the participants wanted to carry out more Curriculum
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Activities at their internship site. Every question about the participants actually completing the
Curriculum Activities had a mean of 2.58 or lower. The participants’ prefer range of completing
the Curriculum Activities had a mean of 3.40-3.74 at their internship site (See Appendix F).
The t-score for the Curriculum Activities was 1.85 (see Table 13). This was significant
for the Curriculum Activities, which had a p-value less than .05. Therefore, there was a
significant difference of the actual and preferred ratings of all of the items within the Curriculum
Activities (see Appendix F).
Coordination Activities
The next subscale was Coordination Activities (see Table 12). Coordination Activities
(Actual) had an average of 2.43, which indicated that the participants rarely completed the
Coordination Activities at their internship site. Coordination Activities (Prefer) had an average
of 3.63, which indicated that the participants wanted to carry out more Coordination Activities at
their internship site. The mean results found that participants actually were not able to complete
Coordination Activities at their internship site and would have preferred to have done so. Every
response from the participants actually completing the coordination activities were occasionally
and rarely (see Appendix F). The participants’ preferred responses for completing the
Coordination Activities had a mean range of 3.46 – 4.06. These findings demonstrated a great
significance among the participants for coordinating a school wide response to crisis
management and intervention. The participants had an actual mean of 1.82 for coordinating a
school wide response for crisis management and intervention and a prefer mean of 3.52. The
participants wanted to be more involved in crisis management and intervention at their internship
sites.
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The t-score for the Coordination Activities was 1.80 (see Table 13). This was significant
for the Coordination Activities, which had a p-value less than .05. Therefore, there was a
significant difference between the actual and preferred means within the Coordination Activities
(see Appendix F). The survey participants rated conduct or coordinate parent education classes or
workshops and coordinate school wide response for crisis management and intervention as actual
never to do these two items of the Coordination Activities. For example, the participants were
actually rarely able to inform teachers/administrators about the role, training, program, and
interventions of a school counselor within the context of their schools, conduct or coordinate
teacher in-service programs, and formally evaluate student progress as result of participation in
individual/group counseling from the student, teacher and/or parent perspectives.
Non-Counseling Activities
The final subscale was Non-counseling Activities (see Table 12). Non-counseling
Activities (Actual) had an average of 2.78 out of 5, which indicated that the participants rarely
completed the Non-counseling Activities at their internship. However, Non-counseling
Activities (Prefer) had an average of 2.01, which, when looking at the t-test results, indicated that
the participants wanted to do fewer Non-counseling Activities at their internship site. The other
Non-counseling Activities were not preferred activities at their internship site. For example, the
participants were asked to substitute in classes, perform hall, bus, and cafeteria duty, and deal
with health issues.
The t-score for the Non-counseling Activities was 1.71 (see Table 13). This was
significant for the Non-counseling Activities, which had a p-value of less than .05. There was a
significant difference between the actual and preferred ratings within the Non-counseling
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Activities (see Appendix F). For example, the participants frequently coordinate the standardized
testing program, schedule students for classes, enroll students and/or withdraw students, and
maintain/complete educational records/reports (cumulative files, test scores, attendance reports,
dropout reports). While they preferred to occasionally participate on committees within the
school and organize outreach to low-income families (e.g., Thanksgiving dinners, family
holidays, etc.), participants rarely had opportunities to be involved in these activities
The Pearson correlation was used to see if there was a relationship between the actual and
prefer ratings for each of the subscales within the SCARS (see Table 14).

Table 14
Pearson Correlation of SCARS (N=153)
Subscales
Counseling
Consultation
.
Curriculum
.
Coordination
Non-counseling

R
.91
.83
.79
.81
- .89

P-Value
.046
.039
.034
.037
.045

The Pearson correlation found that there was a positive relationship for the following subscales:
.91 for Counseling Activities, .83 for Consultation Activities, .79 for Curriculum Activities, and
.81 for Coordination Activities (see Table 14). These four subscales of the SCARS were
significant. The p-value was .046 for Counseling Activities, .039 for Consultation Activities, .034
for Curriculum Activities, and .037 for Coordination Activities. Therefore, as the actual mean of
each subscale increased then the prefer mean of each subscale increased. The survey participants
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preferred to complete the Counseling, Consultation, Curriculum, and Coordination activities at
their internship sites. The Pearson correlation for the Non-counseling Activities was -.89.
Therefore, the survey participants rated actual Non-counseling Activities with a higher mean
than the preferred Non-counseling Activities. However, the correlation was significant with a pvalue of .045. Results of the Non-counseling Activities showed that the survey participants
preferred to do less of these duties at their internship sites. Overall, the Pearson correlation
showed that there was a significant relationship among each subscale of the SCARS in this study.
Summary
This chapter focused on the SCIT knowledge, confidence, and extent of implementing the
ASCA National Model and the SCARS during their internships. The SCARS was a tool to
review actual and preferred engagement in Counseling, Consultation, Curriculum, Coordination,
and Non-counseling Activities. The results were generated by the research questions. The
research questions were: 1) To what extent do counselor trainees perceive themselves to be
knowledgeable about the ASCA National Model? (2) How confident are counselor trainees in
implementing the ASCA National Model? (3) To what extent do individuals who have
undergone school counseling training implement the ASCA National Model? and (4) To what
extent do individuals who have undergone school counseling training actually engage in—and
prefer to engage in—school counseling activities? The responses to these research questions
provided insight into how SCIT were prepared and trained to utilize the ASCA National Model at
their internship sites.
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Some differences were found in how knowledgeable the participants believed they were
about the ASCA National Model; however, only a small percentage were unfamiliar with the
model. The participants were confident in implementing the ASCA National Model, except for
their knowledge regarding the Case Manager Duties, which are not considered a part of the
ASCA National Model. Case Manager Duties are being carried out by some professional school
counselors. Non-counseling duties are not part of the ASCA National Model; however,
participants are performing them at their internship sites (e.g., lunchroom duties, administering
tests and covering classrooms) and feeling confident in completing them.
Implementing the ASCA National Model for the participants varied according to its
different components. Some of the survey participants were able to implement the Guidance
Curriculum and Individual Planning, but fewer were allowed to implement the Responsive
Services and System Support. More than half of the participants were able to implement and give
feedback on Non-counseling Duties; however, many survey participants were not able to
implement the Case Manager Duties. Almost half of the participants did not talk about
implementing the Case Manager Duties at their internship sites. Overall, the participants had the
knowledge of and confidence in the ASCA National Model and received feedback. Eighty-one
percent of participants had knowledge of the ASCA National Model and 58.8% felt confidence
about it.
Finally, how the participants actually engaged in—and preferred to engage in—school
counseling activities. The five school counseling activities were Counseling, Consultation,
Curriculum, Coordination, and Non-counseling Activities. The participants preferred to engage
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in the Counseling, Consultation, and Curriculum, and Coordination activities; however, their
actual engagement in the Non-counseling Activities occupied more time than they preferred.

CHAPTER 5
DISCUSSION
This study addressed the following four research questions: (1) To what extent do
counselor trainees perceive themselves to be knowledgeable about the American School
Counseling Association (ASCA) National Model? (2) How confident do individuals who have
undergone school counseling training perceive implementing the ASCA National Model? (3) To
what extent do individuals who have undergone school counseling training implement the ASCA
National Model? (4) To what extent do individuals who have undergone school counseling
training actually engage in—and prefer to engage in—school counseling activities? This chapter
will summarize and discuss this study’s findings for counselor trainees during their internships
which could lead to changes in the school counseling field. This chapter also includes sections on
the limitations of the study and recommendations for future research.
Summary of Findings
One hundred fifty-three participants completed the online survey on counselor trainees’
perceptions of using the ASCA National Model during their internship. The participants’
demographic factors included (a) gender, (b) age, (c) ethnic background, (d) type of accreditation
program, (e) teaching background, and (f) professional organization membership.
Just over sixty percent (60.1%) of the participants were counselor trainees from
CACREP-accredited school counseling programs, while nearly forty percent (39.1%) were from
non-CACREP school counseling programs. The majority of the participants (85.6%) were
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female, a percentage which was similar to the actual gender breakdown of school counselors in
the United States (Bryant & Constantine, 2013). The participants were diverse in age: 60.1%
were in the 20-30 age range and 36.0% were in the 31-40 age range. Ethnic diversity consisted of
41.8% Caucasian, followed by 33.4% African American, 15.6% Hispanic American, 5.2%
Multiracial, and 3.3% Asian American.
The first research question asked, to what extent do counselor trainees perceive
themselves to be knowledgeable about the ASCA National Model? The ranges of scores were a
great deal to no knowledge regarding eight areas of the ASCA National Model. Many
participants had a high frequency for moderately to a great deal of knowledge for the following
sections of the ASCA National Model: Entire ASCA National Model; Guidance Curriculum;
Individual Planning; Responsive Services; Systems Support; Data; and Non-counseling Duties.
Counselor trainees had the lowest knowledge levels for Case Manager Duties. This study showed
that particpants had knowledge of every area of the ASCA National Model, including the noncounseling.
The second research question asked “How confident do individuals who have undergone
school counseling training perceive implementing the ASCA National Model?” The scores
ranged from somewhat to very confident for the eight areas of the ASCA National Model: entire
ASCA National Model; Guidance Curriculum; Individual Planning; Responsive Services;
Systems Support; and Data in addition to the Non-counseling and Case Manager Duties. Some
participants indicated their responses by a range of confidence such as somewhat to very
confident regarding the ASCA National Model. In general, the online survey indicated that
counselor trainees felt somewhat to very confident due to the their opportunity to use the ASCA
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National Model and with non-counseling. Many participants felt little to no confidence regarding
the Case Manager Duties. This study indicated that the majority of the participants had a certain
level of confidence with implementing the entire ASCA National Model; Guidance Curriculum;
Individual Planning; Responsive Services; Systems Support; Data and Non-counseling Duties
except for the Case Manager Duties, which were not part of the ASCA National Model.
The third research question asked “To what extent do individuals who have undergone
school counseling training implement the ASCA National Model?” The particpants range of
responses regarding how they were able to implement the ASCA National Model at their
internship. The possible answers ranged from received feedback to not talking about
implementing the eight areas of the ASCA National Model: entire ASCA National Model;
Guidance Curriculum; Individual Planning; Responsive Services; Systems Support; and Data;
including Non-counseling and Case Manager Duties. Forty to fifty percent of the participants
indicated that they had the opportunity to implement the ASCA model, conduct Guidance
Curriculum, perform Individual Planning, participate in Systems Support, utilize Data in decision
making, and to implement the Non-counseling Duties. Also, the study indicated that the
Responsive Services, System Support, and Case Manager Duties were rated lower than the entire
ASCA National Model, Guidance Curriculum, Individual Planning, and Data areas of the ASCA
National Model including the Non-counseling Duties with implementation.
The fourth research question focused on the “Extent to which individuals who have
undergone school counseling training actually engage in—and prefer to engage in— school
counseling activities.” In this study, the activity receiving the highest mean score in both the
actually engage in and prefer to engage in categories was Counseling. Many participants actually
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and prefer to engage in Counseling Activities at their internship site. Many participants indicated
they would prefer to frequently perform the Counseling Activities. As for the Consultation
Activities, the participated indicated they actually rarely do activities such as identifying
exceptional children (special education) and consulting with administrators (on school policy,
programs, staff and/or students). Most participants did prefer to occasionally consult on such
activities, working with school staff concerning student behavior, consult with community and
school agencies concerning individual students, coordinate referrals for students and/or families
to community or education professionals (e.g., mental health, speech pathology, medical
assessment), and participate in term/grade level/subject team meetings. However, there were
some participants who rated prefer to rarely assist in identifying exceptional children (special
education) and attending grade level meetings.
Some participants indicated that they rarely participated in curriculum activities during
their internship. However, they wanted to do more Curriculum Activities during their internship.
Some participants indicated they were not able to conduct classroom activities dealing with
conflicts and personal and academic issues. The activity receiving the lowest mean score in the
actually engage in category was Coordination, and in the prefer to engage in category was Other
(Non-counseling) Activities. Some participants were not actually able to engage in coordinating
school counseling programs at their internship site. Many participants were not given the
opportunity to complete Coordination Activities at their internship site and would have preferred
to have done it. Many participants prefer not to engage in the Other (non-counseling) activities
when they were actually able to engage in these activities such as substitute in classes and
perform hall, bus, and cafeteria duty.
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Overall, the majority of the participants preferred to complete more of the consultation,
curriculum, and coordination activities and less of the Other (non-counseling) activities. They
were actually able to complete the counseling and non-counseling activities at their internship
site; therefore, they valued gaining more experiences in the other activities from the ASCA
National Model. This study gave insight on what parts of the ASCA National model are
important to them regarding improving their knowledge and skills in the school counseling field.
This study agreed with previous studies that counselor trainees would prefer to practice more of
the ASCA National Model activities (Campbell & Dahir, 1997; Scarborough & Culbreth, 2008).
Discussion of Findings
The findings of this study are discussed in this section of counselor trainees’ perceptions:
(a) of their knowledge, confidence, and opportunity to implement the ASCA National Model;
and (b) actual and preferred engagement of the ASCA National Model as well as non-counseling
duties.
Knowledge
Most participants believed they were knowledgeable about the ASCA National Model
except for the Case Manager Duties. The ASCA National Model consists of the following:
Guidance Curriculum, Individual Planning, Responsive Services, Systems Support, and Data.
The Non-counseling duties were not part of the ASCA National Model; however, it was
indicated that counselor trainees felt they were knowledgeable about those duties, too.
Therefore, it appears that school counseling educators have been successful in incorporating the
ASCA National Model into the field through those who participated in this study by training
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Professional School Counselors (PSCs) and counselor trainees (Studer, Diambra, Breckner, &
Heidel, 2011; Wehrman, Williams, Field, & Schroeder, 2010). This study indicated that the
ASCA National Model has been successful in preparing and training counselor trainees for their
internship. Also, for the most part, school counseling programs are on track in developing their
counselor trainees.
The ASCA National Model has been essential for developing counselor trainees (Vaughn,
Bynum, & Hooten, 2007). Counselor trainees need knowledge on creating, developing, and
maintaining a comprehensive school counseling program. Adams (2005) and McGlothlin and
Davis (2004) believed that effective training must be in place on the ASCA National Model. The
ASCA National Model also gives support to the school counseling field by showing PSCs how it
can strengthen their comprehensive school counseling programs and by ensuring school
administrations that PSCs are important personnel in the school (McGlothlin & Davis, 2008;
Dahir, Burnham, Stone, & Cobb, 2010; Williams & Wehrman, 2010).
In this study, the highest level of knowledge was with Data, which suggested that many
participants understood that Data was essential in supporting their comprehensive school
counseling programs. It is believed that comprehensive school counseling programs are driven by
Data (Hatch, 2014). Hatch (2014) states there are three types of data: student achievement,
achievement-related, and standard- and competency-related. Collecting and analyzing data on
their comprehensive school counseling programs gives proof to school administrations how
important a role PSCs play in the schools (Martin & Rallis, 2014). ASCA (2012a) states that
PSCs are expected to demonstrate how effective their programs are by measurable terms.
Another study, however, argues that PSCs do not want to engage in collecting and analyzing data
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(Studer et al., 2011). Evaluating data from school counseling programs shows stakeholders and
PSCs how the ASCA National Model is affecting their programs (Martin & Rallis, 2014; Studer
et al., 2011). Counselor trainees’ confidence could possibly increase their experience with
collecting and analyzing data at their internship (Studer et al., 2011). This study supports the
proposition by Hatch that data is important and that school counselors are understanding and
implementing it.
This study found that most participants were lacking knowledge of case manager duties.
Other researchers found that many internship sites expect PSCs and counselor trainees to have
knowledge of case manager duties (Burnham & Jackson, 2000; Gysber, 2005; Monteiro-Leitner
et al., 2006; Perusse, Goodnough, Donegan, & Jones, 2004). ASCA (2012a) does not state
anything about case manager duties. It states what the PSC’s role and responsibilities should be
directly relevant to school counseling and the ASCA National Model. There has been a gap
regarding the role of school counselors which the American School Counselor Association has
been successful in narrowing (ASCA, 2012a; Clemens, Milsom, & Cashwell, 2009).
A major school counselors group from a large Midwestern city believes that case
manager duties should not be part of the PSCs’ duties (School Counseling Committee, e-mail
message to Chantelle M. Peterson, November 13, 2014). PSCs were not trained in case manager
duties; therefore, they should not be completing case manager duties. Many PSCs in their district
are expected to carry out case manager duties within the elementary schools, and PSCs are not
trained in case management (School Counseling Committee, e-mail message to Chantelle M.
Peterson, March 13, 2015). There has been a need for an understanding of the counseling
activities which are part of the ASCA National Model on the important differences between
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counselors in elementary and high school schools (Hardesty & Dillard, 1994; Nelson et al., 2008;
Sink, 2005). There was no indicator in this study if the participants’ internships were completed
in an elementary or high school site; however, many of the participants had limited knowledge of
the case manager duties. The grade level that the PSC works with determines the knowledge
needed regarding case manager duties (Bickmore & Curry, 2013). Many case manager duties are
carried out at the elementary school level, whereas most high school PSCs are not expected to
perform case manager duties (Hardesty & Dillard, 1994; Nelson et al., 2008; Sink, 2005).
The study supports that the school counseling field has been moving forward in
incorporating the ASCA National Model into the education system; however, a different set of
duties was carried out by PSCs before the model was created. The limits of discontinuing some
duties not in the ASCA National Model could be due to leaders in the educational system unable
to adjust their expectations of PSCs and who lack the knowledge and/or understanding of how
the ASCA National Model has been changing the role and responsibilities of PSCs (Dahir et al.,
2010; Monteiro-Leitner, Asner-Self, Milde, Leitner, & Skelton, 2006; Williams & Wehrman,
2010). It has been known that administrations and counselors are struggling with infusing the
ASCA National Model into schools (Bodenhorn, Wolfe, & Airen, 2010; Monteiro-Leitner,
Asner-Self, Milde, Leitner, & Skelton, 2006). It has been important for all stakeholders to be
aware of how the PSCs’ role and responsibilities have changed with the ASCA National Model
that would enhance students’ achievement (Dimmitt & Carey, 2007; Monteiro-Leitner et al.,
2006)
The study shows that counselor trainees have knowledge of the ASCA National Model
that consists of Guidance Curriculum, Individual Planning, Responsive Services, Systems
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Support, and Data more than additional non-counseling duties where they were expected to carry
out duties that were not part of the model. For example, many participants indicated a lack of
knowledge regarding case manager duties. Counselor trainees are not prepared and trained by
their school counseling programs in case manager duties.
Confidence
The majority of the participants indicated they were moderately to very confident with
the overall ASCA National Model, Guidance Curriculum, Individual Planning, Data, and Noncounseling duties. Also, they felt somewhat confident with Responsive Services and Systems
Support, whereas they had little to no confidence with the Case Manager Duties. The results may
imply that some counselor trainees may need more intensive practice with certain sections of the
ASCA National Model. For example, Responsive Services and Systems Support received only
somewhat confidence ratings, which suggest in the study that there was a disconnect with some
participants having the confidence to complete the Responsive Services and Systems Support
duties at their internship sites.
The study indicated that many participants lacked confidence regarding the Responsive
Services and Systems Support areas of the ASCA National Model. The lack of confidence in
these two areas could suggest that some participants did not know how to incorporate responsive
services and systems support within their internship. Responsive Services consist of counseling
activities that deal with the immediate needs of students (Hardesty & Dillard, 1994; MonteiroLeitner et al., 2006). Responsive Services require that individual and group counseling skills are
carried out by PSCs and they use those skills with consultation and referrals. Other studies agree
with this study and assert that more research needs to be done for PSCs to have a better
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understanding of responsive services (Bickmore & Curry, 2013; Studer et al., 2011). Systems
Support consists of collaboration with other educators to establish, maintain, and evaluate the
role and responsibilities of PSCs (Dimmitt & Carey, 2007; Monteiro-Leitner et al., 2006;
Vaughn, Bynum, & Hooten, 2007). This study showed that systems support could have been
misunderstood by some of the participants at the internship site. They had the knowledge of
systems support; however, it was unknown if they understood how be a part of the systems
support at their internship. They should have had an opportunity to collaborate with other
educators on student matters.
Many participants indicated limited confidence with performing the case manager duties.
It could be that the school counseling field needs to recognize that case manager duties are being
expected in some school districts. The school counseling field might need to make decisions on
how to better service counselor trainees if they are expected to complete case manager duties at
their internship site. In the past, case manager duties have been taking up 50% of their time with
review of the Individual Education Plan (IEP) and conducting IEP meetings, which they were not
trained to do in their school counseling programs (Monteiro-Leitner et al., 2006). If these duties
are not being taught within school counseling programs then there needs to be communication
with the school districts on how these duties are not part of the PSCs’ role and responsibilities.
Overall, PSCs have been feeling overwhelmed with learning the ASCA National Model (Cervoni
& DeLucia-Waack, 2011; Monteiro-Leitner et al., 2006).
There are some participants that need additional resources to feel confident with all
components of the ASCA National Model. Some participants felt confidence in the following
components of the Matrix: ASCA National Model, Guidance Curriculum, Individual Planning,

98
Data, and Non-counseling Duties. Dahir, Burnham, and Stone (2009) found that there were
challenges in PSCs’ abilities to embrace the ASCA National Model. In addition to this study,
another study did show that there are components of the ASCA National Model for which those
PSCs and counselor trainees need additional resources in order to feel confident about (MonteiroLeitner et al., 2006; Wilkerson & Eschbach, 2009).
Currently, more PSCs are using the ASCA National Model in their school counseling
programs (Cervoni & DeLucia-Waack, 2011). There has been some confusion on PSCs’ role and
how it affects them within the educational system (Bodenhorn et al., 2010; Cervoni & DeLuciaWaack, 2011; Wilkerson & Eschbach, 2009). The role confusion in the educational systems
cause challenges for PSCs regarding how to incorporate the ASCA National Model within the
workplace (Bodenhorn et al., 2010). Therefore, reorganization of school counseling programs
and activities illustrates that the school counseling field recognized the changes and wanted to
embrace the ASCA National Model (Dahir, Burnham, & Stone, 2009). Among the changes
within the school counseling field, the Case Manager and Non-counseling duties were eliminated
as part of the role of PSCs. The confidence level on non-counseling duties suggested that these
duties were learned at the internship site.
Implementation
The study found that some participants reported an ability to implement the entire ASCA
National Model along with the non-counseling and case manager duties. However, the
Responsive Services, System Support, and Case Manager Duties had a lower rate than the other
components in the Matrix such as the entire ASCA National Model, Guidance Curriculum,
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Individual Planning, Data, and Non-counseling Duties. The majority of the participants indicated
a higher rate of receiving feedback for Non-counseling Duties and Data of the Matrix.
About 50% of the participants indicated that at their internship sites they were able to talk
about and not implement the Responsive Services and Systems Support, which were the highest
among the categories of the Matrix. In addition, there was a lack of opportunities for some
participants to complete Responsive Services and Systems Support of the ASCA National Model.
The majority of the participants did not talk about implementing Case Manager Duties, which are
not part of the ASCA National Model. This study agrees with other studies (Leuwerke & Walker,
2009; Martin & Rallis, 2014; Studer et al., 2011) that implementing the ASCA National Model
has been very difficult in the educational setting. A major problem has been that some principals
and PSCs do not understand the benefits of implementing the ASCA National Model (Kirchner
& Setchfield, 2005). Principals and PSCs are struggling to agree on how the ASCA National
Model can help the school counseling program be successful (Kirchner & Setchfield, 2005;
Leuwerke & Walker, 2009). For example, this study found that the non-counseling and date
duties received a high implementation rating to receiving feedback and implement at most of the
participants’ internship sites. To be able to implement the ASCA National Model, all
stakeholders need to understand the role and responsibilities of PSCs.
The ASCA National Model defines the role and responsibilities of PSCs, which does not
include the non-counseling duties that may be assigned to PSCs (ASCA, 2012a; Nelson et al.,
2008); however, the study showed that the majority of the participants were able to complete the
non-counseling duties at their internship site at a high rate. The PSCs and counselor trainees are
still implementing the non-counseling duties when they are not trained in them (Mason & Perera-
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Diltz, 2010). The non-counseling duties are important in the educational system; however, those
duties should not be carried out by the PSCs and counselor trainees.
Also, the rate for Data duties showed that most participants were able to collect data at
their internship sites. Data being used by PSCs allow for accountability and ways to inform
educational system administrators that they will benefit from PSCs using the ASCA National
Model (Young & Kaffenberger, 2013). However, education administrators need to allow PSCs to
gain training so that they can use data effectively to support their school counseling program.
Another study found that more PSCs and counselor trainees are finding Data to be a major area
in defining the role and responsibilities of PSCs (Martin & Rallis, 2014). If the educational
system understands the purpose of the model then they will be able to assist PSCs in
implementing it in the educational system, which would allow counselor trainees to implement
the ASCA National Model during their internship (Studer et al., 2011).
Engagement
Most participants preferred to have the opportunity to engage in the school counseling
activities more than they were given the opportunity at their internship site except for the Other
(Non-counseling) Activities. They would have preferred to have done less of the Other (NonCounseling) Activities. Overall, the prefer means for each of the first four subscales (Counseling,
Consultation, Curriculum, and Coordination) were higher. Whereas this study focused on
participants’ actual time spent and preference to complete the ASCA National Model counseling
activities, previous research on the ASCA National Model activities of PSCs only focused on the
time they spent on certain activities (Scarborough, 2005; Nelson et al., 2008; Vandegrift,1999).
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This study agrees with the previous studies that the majority of the participants prefer not
to do the Other (Non-Counseling) Activities. In addition, this study also agrees with previous
studies using the School Counselor Activity Rating Scale (SCARS) that the results stated most
participants prefer to do more Counseling, Consultation, Curriculum, and Coordination and less
of the Other (Non-Counseling) Activities (Nelson et al., 2008; Scarborough, 2005). However,
one study found that the majority of the participants were able to engage in counseling,
consultation, and coordination activities then limited engagement in curriculum and other (noncounseling) activities (Buchanan, 2011).
This study agrees with other studies (Scarborough, 2005; Burnham & Jackson, 2000) that
there are discrepancies between the actual and prefer counselor trainees’ responses regarding the
ASCA National Model activities and the work actually being done in the school system by PSCs.
For example, there are discrepancies with the non-counseling duties. The non-counseling duties
were assignments to PSCs by others such as administration that did not know about the best
practices of school counseling (Scarborough, 2005; Burnham & Jackson, 2000). Such noncounseling duties are checking for lice, hall and lunch duty, and testing. It seemed as if PSCs
have allowed administrators to continue to define their role and responsibilities by not taking
ownership of their profession (Burnham & Jackson, 2000; Gysbers & Henderson, 2000). This
study found many of the participants were able to engage in non-counseling duties other than
Counseling, Consultation, Curriculum, and Coordination. However, an overwhelming number of
participants would prefer to complete ASCA National Model activities that they were prepared
for and trained in by their school counseling program.
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The ASCA National Model is a guideline that would assist PSCs in engaging in
counseling duties that they are trained for within school counseling programs (Burnham &
Jackson, 2000). The study indicated that the counselor trainees preferred to complete more of the
ASCA National Model activities and less of the non-counseling activities. These findings
indicated as in previous studies, PSCs have not been successful in convincing school
administrations about the changes of the school counseling profession and moving to the ASCA
National Model (Burnham & Jackson, 2000; Cervoni & DeLucia-Waack, 2011; Gysbers &
Henderson, 2000).
The SCARS provides insight on how the ASCA National Model has affected the
profession (Scarborough, 2005). In this study, the SCARS gave insight that most participants
prefer to complete the ASCA National Model activities over the Other (non-counseling)
activities. Therefore, PSCs prefer to do more of the ASCA National Model activities and less of
the Non-counseling activities (Bickmore & Curry, 2013; Burnham & Jackson, 2000;
Scarborough, 2005).
The SCARS has determined that the ASCA National Model has had a great impact on
PSCs and how they meet the needs of their students. It has been preferred that PSCs use more of
the ASCA National Model and less of the Non-counseling duties (Scarborough, 2005). The study
found that the engagement of some participants did depend on their internship site; however, they
wanted to engage in activities associated with the ASCA National Model. Therefore, the
engagement of counselor trainees using the ASCA National Model depends on whether their
school counseling program followed the model or not and whether this was supported at their
internship site.
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Implications
The findings from this study have significant implications for counselor educators
(including the school counseling programs and the school curriculum), supervisors’ training,
relationship between counselor educators and site supervisor, and internship experience. These
implications are regarding academic preparation and training using the ASCA National Model
during internship.
Counselor Educators
The results from this study indicate a need for counselor educators to continue to review
their school counseling program to provide knowledge, confidence, and the ability to implement
aspects of the ASCA National Model such as the non-counseling and case manager duties during
internship for the counselor trainees. Counselor educators are not teaching non-counseling and
case manager duties to their counselor trainees. There has been limited investigation on how
successful school counseling programs are in preparing counselor trainees with the change of
PSCs’ role and responsibilities (Puerusse, Goodnough, & Noel, 2001; Wilkerson & Eschbach,
2009). Counselor educators have been developing and integrating school counseling practices to
define the role of PSCs in the profession (Morris & Slaten, 2014). Counselor educators
understand that there has been a need for counselor trainees to be ready to perform school
counseling duties at their internship site. The counseling duties should be the counseling,
consultation, curriculum, and coordination activities. This study indicated that some participants
were not able to implement every part of the ASCA National Model. School counseling
programs have to reevaluate their methods on preparing and training counselor trainees with the
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ASCA National Model to implement every component at their internship site (Morris & Slaten,
2014; Wilkerson & Eschbach, 2009). That led to school counseling programs to use the
CACREP standards to ensure their counselor trainees were prepared for the school counseling
profession (Adams, 2005; Moyer & Yu, 2012).
CACREP provides national standard rules and regulations for school counseling
programs (Adams, 2005; Milsom & Akos, 2005). A school counseling program that is accredited
by CACREP gives the school counseling field the knowledge that their program meets a set of
standards. CACREP states that the ASCA National Model was being used with the school
counseling program and the expectations are high (Adam, 2005; McMahon, Mason, & Paisley,
2009; Moyer & Yu, 2012). This study indicated that the majority of the participants were from a
CACREP-accredited school counseling program, which states that many of the participants had
knowledge about the ASCA National Model. CACREP expects that counselor educators are able
to hold up to their standards and ensure counselor trainees are prepared and trained to enter the
field (Adam, 2005; McMahon et al., 2009; Milsom & Akos, 2005). In the study, it was unknown
if some participants would be successful with the ASCA National Model depending on whether
they came from CACREP versus Non-CACREP school counseling programs because there was
no way of determining the relationship.
It was found that, to have high expectations from counselor trainees, the counselor
educators themselves must have knowledge and experience of being a PSC (Perusse,
Goodnough, & Noel, 2001). Also, in order for counselor trainees to implement the ASCA
National Model at their internship site, there needs to be a better understanding of the role and
responsibilities of PSCs by the educational system (Curry & Bickmore, 2012; Kirchner &
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Setchfield, 2005; Leuwerke & Walker, 2009). The educational system must have the knowledge
and understanding of how research states that PSCs can assist them with using the ASCA
National Model. Everyone working in the educational system needs to be aware of the ASCA
National Model (Wilkerson & Eschbach, 2009). Once there is awareness, then PSCs would be
able to implement it in their schools. This study indicated that awareness of the ASCA National
Model would help counselor trainees in gaining experiences in implementing the ASCA National
Model during their internship. It is believed that PSCs will be more confident in the ASCA
National Model with support from school administrations (Wilkerson & Eschbach, 2009).
The results from this study indicate counselor educators’ school counseling curricula are
preparing and training counselor trainees on the ASCA National Model for the most part. Many
participants were knowledgeable about the ASCA National Model; however, during their
internships they were lacking confidence in the responsive services and systems support. By
reviewing the questions from the Matrix, it could be that some participants did not have a good
understanding of the duties within Responsive Services and Systems Support. There were no
explanations or examples of those duties within the survey. This could suggest that some
participants did not understand the questions, and therefore, they rated their confidence on the
Responsive Services and System Support duties lower than their knowledge of those duties.
This study found that many participants were lacking the knowledge and ability to
implement certain areas of the Matrix. The case manager duties were ones about which most
participants had limited opportunities to develop knowledge and skills at their internship site. For
example, if counselor educators are aware that many PSCs are working as case managers, some
discussion about this role needs to be conducted in the schools or universities on how it is not
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part of PSCs’ role and responsibilities (Kirchner & Serchfield, 2005). This study suggests that
most participants were lacking knowledge, confidence, and implementation of the case manager
duties which they were not prepared or trained for. Also, these findings could suggest that
educational systems need to review the purpose of some PSCs completing case manager duties
that are not part of their training program.
Counselor educators recognize practices that are currently being implemented in the
schools to ensure that their students are prepared for their internships. Counselor educators have
the responsibility to ensure they are incorporating curricula to prepare counselor trainees (Morris
& Slaten, 2014; Wilkerson & Eschbach, 2009). For example, the case manager duties are being
discussed at some internship sites; therefore, counselor educators may need to advocate for PSCs
that these duties are not part of their role and responsibilities. Some counselor educators believe
the ASCA model should be the only responsibilities focused on during training. Counselor
educators need to monitor each graduate student’s experience and provide resources for their
counselor trainees to ensure that each student’s internship is successful (Peterson & Deuschle,
2006).
This study did not focus on whether the participants’ knowledge, confidence, and ability
to implement the ASCA National Model related to one’s teaching background. However, it was
found in other studies that counselor trainees with teaching experience were more successful
when entering the school counseling field (Bringman & Lee, 2008; Desmond, West, & Bubenzer,
2007; Stein & DeBerard, 2010). In addition, they found that the counselor trainees with teaching
experience were more competent than those counselor trainees without teaching experience
(Desmond et al., 2007; Peterson & Deuschle, 2006; Stein & DeBerard, 2010). This study did not
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focus on whether counselor trainees had teaching experience or not. However, 55% of the
participants did not have teaching experience, whereas a large majority of the participants had
knowledge of and felt confident about the ASCA National Model.
Counselor educators will only be able to change the school counseling field using the
ASCA National Model by communicating to those that can make changes within the field
(Morris & Slaten, 2014; Brott, 2006; McMahon et al., 2009). They need to work with policy
makers and other leaders within education to change the mind frames of the role and
responsibilities of PSCs (McMahon et al., 2009). It is part of the counselor educators’
responsibility to include all policy makers on a district, state, and national level to help them
understand how the school counseling field has changed and that it needs their support to
succeed. Counselor educators are essential in moving the school counseling field forward and
making the ASCA National Model standard within the school counseling field. There has been a
shift in the school counseling field, with PSCs distancing themselves from the “guidance
counselors” role with using the ASCA National Model (Perkins, Oescher & Ballard, 2010).
This study focused on the counselor trainees’ experience at their internship sites;
however, there could have been a question about their relationship with their counselor
educators. It is important to know how much support some participants were receiving from their
university. A study found that it was important for counselor educators to budget their time with
preparing counselor trainees during their practicum and internship and their other responsibilities
(Clark & Horton-Parker, 2002). Many counselor educators were not spending time at their
counselor trainees’ internship sites and expected the site supervisors to continue the preparation
and training for counselor trainees (McMahon et al., 2009). It has been believed that if counselor
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educators spent more time recruiting and mentoring counselor trainees with the assistance of site
supervisors there would be more counselor trainees prepared to enter the school counseling field
(Clark & Horton-Parker, 2002; McMahon et al., 2009). The counselor educators’ goal has been
to prepare and train counselor trainees (Morris & Slaten, 2014). This study found that many
participants had the knowledge about and confidence in the ASCA National Model, but were
limited in what they were able to implement in the model. Counselor educators need to determine
what is best for their counselor trainees and develop a plan to ensure counselor trainees can
execute.
Supervisors’ Training and Experience
The site supervisors did not attend a school counseling program that taught the ASCA
National Model (Peterson & Deuschle, 2006; Wilkerson & Eschbach, 2009). Many site
supervisors went for additional training in the ASCA National Model to be updated with the
changes in the school counseling field (Wehrman et al., 2010). However, there are some that did
not. The site supervisors’ training and experience with the ASCA National Model could affect
counselor trainees if they are not prepared and trained in the ASCA National Model then work
with PSCs that have limited knowledge and training on it. It has been known that veteran
counselor educators are struggling with the ASCA National Model, which causes some problems
for counselor trainees to obtain the experience of it (Gallo, 2013; Wilkerson & Eschbach, 2009).
The counselor trainees are looking for support from their site supervisor, which would be
difficult if the site supervisors are currently struggling with the ASCA National Model and
implementing it at their school. This study indicated that many participants were not able to
implement certain areas of the ASCA National Model. It is possible that their site supervisor was

109
lacking the knowledge, confidence, and experience in implementing the ASCA National Model
to assist the counselor trainees at their schools.
Also, it could be possible that the educational systems have not adopted the ASCA
National Model in their schools (Cervoni & DeLucia-Waack, 2011; Leuwerke & Walker, 2009;
Wilkerson & Eschbach, 2009). Some school administrations are not aware of the PSCs’ role and
responsibilities under the ASCA National Model. This leads to a disconnect between school
administration and PSCs regarding school counseling activities. Site supervisors need to
communicate with school administrators to confirm the school’s expectations regarding the PSCs
in order to facilitate counselor trainees’ successful internship experiences (Gallo, 2013).
Relationship between Counselor Educators and Site Supervisor
Counselor educators and site supervisors are an important part of the counselor trainees’
development into PSCs. They are preparing and training the counselor trainees to be successful
in the school counseling field. This study indicated that the majority of the participants had the
knowledge and training in the ASCA National Model, but there were some areas of the model
that they were not able to implement. The goal has been for counselor educators and site
supervisors to work together to ensure that counselor trainees are ready for the school counseling
field and to use a model (Gallo, 2013). This study did not ask about how participants saw their
relationship between their counselor educator and site supervisor and the counselor educator and
site supervisor relationship. However, a study found that there are limited times that these parties
collaborate to provide and improve their counselor trainees’ knowledge and skills (Gallo, 2013).
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It would have being interesting to learn how the counselor educator and site supervisor viewed
their counselor trainee experience at the internship site.
The study showed that the majority of the participants preferred to complete the ASCA
National Model activities, but there needs to be a way for counselor educators and site
supervisors to ensure their needs are being met. Counselor educators and site supervisors should
collaborate with each other to ensure that counselor trainees are able to implement the entire
ASCA National Model at the internship site (Gallo, 2013). In addition, this study showed that
most site supervisors were able to give their counselor trainees the opportunity to implement
most of the ASCA National Model; however, some participants were lacking the opportunity to
implement the responsive services and systems support areas of the model. In addition, some of
the participants might not have understood the definition of responsive services and systems
support, which could vary the way they answered those questions.
Counselor educators know that counselor trainees must put theory from their coursework
into practice during their internships (Studer, 2006). Therefore, site supervisors possibly were not
able to give feedback to their counselor trainees because they were unable to get effective
feedback from their own supervisors as found in this study. Kahn (1999) and Stanley (2003)
found that it was important for on-site supervisors to give counselor trainees feedback on their
progress. The site supervisors had the knowledge and skills to assist counselor trainees in
development, but they have limited experience in supervision training (Murphy & Kaffenberger,
2007). Overall, counselor trainees need to be provided with more feedback by their counselor
educators and site supervisor. In addition, there could be more information on what the
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supervision expectations would be for the site supervisor. For instance, the counselor educators
could provide a list of expectations for the site supervisors.
The study did show that none of the participants discussed case manager duties. The case
manager duties are not part of the ASCA National Model; however, these duties may be a part of
the roles and responsibilities in many school districts (Burnham & Jackson, 2000; Leuwerke, &
Walker, 2009). Counselor educators and site supervisors need to address all of the roles and
responsibilities that would be expected at the internship site. If the case manager duties are not
being taught in school counseling programs then there must be some discussion regarding why
some school districts are making them part of the PSCs’ role in the schools if counselor trainees
are not being prepared to complete them.
Internship Experience
In this study, feedback from site supervisors during the internship would have affected the
participants’ confidence with using the ASCA National Model, but the majority of the
participants received feedback on implementing the non-counseling duties. The internship
represents the clinical experience that enhances the basic counseling knowledge and skills for
counselor trainees, and then integrates what was learned in their coursework (Akos &
Scarborough, 2004; Bernard & Goodyear, 2014). Some participants were limited to
implementing the ASCA National Model and receiving feedback from their work (Wilkerson &
Eschbach, 2009). The study suggested that site supervisors need to give feedback in the
following areas: ASCA National Model, Guidance Curriculum, Individual Planning, Responsive
Services, Systems Support, Data, and Case Manager Duties. There needs to be a better way to
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monitor that counselor trainees are receiving feedback within every area of the ASCA National
Model.
Limitations
The current study reviewed school counseling activities and duties of PSCs in the
workplace. Over 20 school counseling master’s programs were contacted to participate in the
study. There was a limitation on providing the online survey to multiple Midwest states. Only
participants in one state were provided the online survey; if it had been distributed in other states
it would had provided more insight into counselor trainees’ knowledge, confidence,
implementation, and engagement of the ASCA National Model. Another limitation was the
length of the online survey. The online survey took at least 45 minutes to complete. The online
survey included the matrix and SCARS. It is possible that the online survey was too long given
that only 153 participants completed it. The study could have had more participants if the survey
had been shorter. For example, the matrix could have been simplified by combining several
questions into one when participants were asked about their knowledge, confidence, and
implementation of the ASCA National Model. Another limitation was that the survey did not ask
if the participants’ internship site was at an elementary or high school.
Recommendations for Further Research
This study did not inquire if there was a relationship between teachers versus nonteachers and CACREP versus non-CACREP programs in determining if a counselor had the
knowledge, confidence, and ability to implement the ASCA National Model. Teachers versus
non-teachers come to the internship site with difference experiences. More research is needed on
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whether teaching experience affects how successful counselor trainees are in the school
counseling field and how this affects the school counseling curriculum (Bringman & Lee, 2008).
In addition, the differences between counselor trainees who come from CACREP vs. nonCACREP school counseling programs are not well understood. There is a need to understand
how each type of program affects counselor trainees’ experiences during internship and when
entering their first school counseling postion.
Future research needs to be conducted in the following areas:
1. Idenfying the role and responsiblities of the case manager duties;
2. Investigating effective resources to support counselor trainees during their internship;
3. Evaluating relationships between counselor educators and site supervisors and how they
can better prepare school counselor trainees’ internship experiences;
4. Exploring professional development for school adminstrators on PSCs’ role and
responsibilities;
5. Idenfying and evaluating national and state school disctrict expectations of PSCs’ role
and responsbilities;
6. Examing the similarities and differences of PSCs with and without teaching experience;
7. Identifying the national view of counselor trainees’ knowledge, confidence,
implementation, and engagement of the ASCA National Model;
8.

Identifying similarities, differences and challenges faced by counselor trainees from
CACREP and non-CACREP school counseling programs and how these affect counselor
trainees’ view of the school counseling field.
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Conclusion
The present study explored (1) the knowledge, confidence, and extent of implementation
of the ASCA National Model by counselor trainees during their internships, and (2) counselor
trainees’ actual and preferred engagement in school counseling activities. Overall, the results
found that counselor trainees’ perceptions of their academic preparation program were that they
have the knowledge about and confidence with using the ASCA National Model; however, they
would like the opportunity to implement the model at their internship sites. There also needs to
be a review of the case manager duties being carried out by PSCs within their school counseling
positions and an explanation given to school administrators that it is not part of their preparation
and training.
Using the SCARS with counselor trainees explored the counseling activities that are and
are not part of the ASCA National Model. The study results revealed that more professional
development is needed on what consists of the ASCA National Model and what PSCs are doing
in the workplace. Now, professional development will always be needed for PSCs and counselor
trainees to keep up with the ongoing changes in the school counseling field. Finally, informing
counselor educators and site supervisors about how they are affecting the careers of counselor
trainees must be a priority. Counselor educators and site supervisors need to review their
preparation and training styles and skills to improve the quality of their services to counselor
trainees.
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APPENDIX B
DEMOGRAPHIC INFORMATION QUESTIONS

Male:

Female:

Race/Ethnic: White Americans
African Americans/Blacks (non-Hispanic)
Asian Americans
Hispanic/Latino Americans
Native Americans
Multiracial Americans
Age range: 20-30

31-40

41-50

51-60

61+

Master’s program accredited by CACREP
Yes
No
Hold a teaching certificate?
Yes
No
You are a
Recent graduate

School Counselor-in-Training

Did your counseling education program request that you to join a professional counseling
organization?
Yes
No
Organization Membership: Check all that apply
American Counseling Association
American School Counselor Association ASCA
Association for Adult Development and Aging
Association for Child and Adolescent Counseling
Association for Creativity in Counseling
American College Counseling Association
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Association for Counselors and Educators in Government
Association for Counselor Education and Supervision
Association for Humanistic Counseling
Association for Lesbian, Gay, Bisexual and Transgender Issues in Counseling
Association for Multicultural counseling and Development
American Mental Health Counselors Association
American Rehabilitation Counseling Association
Association for Spiritual, Ethical, and Religious Values in Counseling
Association for Specialists in Group Work
Counselors for Social Justice
International Association of Addictions and Offender Counselors
International Association of Addictions and Offender Counselors
International Association of Marriage and Family Counselors
National Career Development Association
National Employment Counseling Association
Illinois Counseling Association
Illinois School Counselor Association
Illinois Mental Health Counselors Association
Illinois assessment in Counseling and Education
Illinois Association for Adult Development and Aging
Illinois Association for Couples and Family Counseling
Illinois Association for Lesbian, Gay, Bisexual and Transgendered in Counseling
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Illinois Association for Multicultural Counseling
Illinois Association for Specialists in Group Work
Illinois College Counseling Association
Illinois Career Counseling Association
Illinois Counselor Educators and Supervisors
Illinois Counselors for Social Justice
Illinois Spiritual Ethical and Religious Values in Counseling
National Association for College Admission Counseling
Illinois Association for College Admission Counseling

APPENDIX C
MATRIX
The following questions are on how knowledgeable and confident on the ASCA National Model
and ability to implement it during your internship. The possible answers go from low to high and
you can only pick one response per question.
I.

How knowledgeable are you about the following?
A. The ASCA National Model has four interrelated components that are
foundation, delivery system, management systems and accountability.
Choose only one response.
1. I do not know anything about the ASCA National Model.
2. I heard about the ASCA National Model.
3. I know a little amount about the ASCA National Model.
4. I know a moderate about the ASCA National Model and can tell a peer
about it.
5. I know a great deal about the ASCA National Model and can explain the
details to a group of people.
B. The Guidance Curriculum consists of lessons that are structured to help
students with aspiration through competencies by giving students the
knowledge and skills appropriate for their developmental level.
Choose only one response.
1. I do not know anything about the Guidance Curriculum.
2. I heard about the Guidance Curriculum.
3. I know a little amount about the Guidance Curriculum.
4. I know a moderate about the Guidance Curriculum and can tell a peer
about it.
5. I know a great deal about the Guidance Curriculum and can explain the
details to a group of people.
C. Individual Planning occurs when the school counselors assist students with
establishing and develop their personal and future goals.
Choose only one response.
1. I do not know anything about the Individual Planning.
2. I heard about the Individual Planning.
3. I know a little amount about the Individual Planning.
4. I know a moderate about the Individual Planning and can tell a peer about
it.
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5. I know a great deal about the Individual Planning and can explain the
details to a group of people.
D. Responsive Services consist of activities that meet the immediate needs of
students due to life events. The school counselor could do the following:
counsel, consult with other counselors, refer students, and peer medication.
Choose only one response.
1. I do not know anything about the Responsive Services.
2. I heard about the Responsive Services.
3. I know a little amount about the Responsive Services.
4. I know a moderate about the Responsive Services and can tell a peer about
it.
5. I know a great deal about the Responsive Services and can explain the
details to a group of people.
E. Systems Support consists of a school counseling program with administration
and management to establish, maintain and enhance the entire counseling
program at the school.
Choose only one response.
1. I do not know anything about the Systems Support.
2. I heard about the Systems Support.
3. I know a little amount about the Systems Support.
4. I know a moderate about the Systems Support and can tell a peer about it.
5. I know a great deal about the Systems Support l and can explain the details
to a group of people.
F. Using data from student needs assessment to drive the change within the
school system.
Choose only one response.
1. I do not know anything about data collecting and interrupting.
2. I heard about data collecting and interrupting.
3. I know a little amount about data collecting and interrupting.
4. I know a moderate about data collecting and interrupting and can tell a
peer about it.
5. I know a great deal about data collecting and interrupting and can explain
the details to a group of people.
G. Non-counseling duties consist of school counselors doing the following:
registering and scheduling all students, coordinating testing, covering dentition
rooms, serving as disciplinarians, classroom subs, and carrying out clerical
responsibilities (maintaining student records, computing grade-point averages,
record keeping, etc.).
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1.
2.
3.
4.
5.

Choose only one response.
I do not know anything about the non-counseling duties.
I heard about the non-counseling duties.
I know a little amount about the non-counseling duties.
I know a moderate about the non-counseling duties and can tell a peer
about it.
I know a great deal about the non-counseling duties and can explain the
details to a group of people.

H. Case Manager duties consist of working with the special education department
to ensure the school is following students’ Individualized Education Plans
(IEPs).
Choose only one response.
1. I do not know anything about the Case Manager duties.
2. I heard about the Case Manager duties.
3. I know a little amount about the Case Manager duties.
4. I know a moderate about the Case Manager duties and can tell a peer about
it.
5. I know a great deal about the Case Manager duties and can explain the
details to a group of people.
II.

How confident do you feel about your ability to explain the following?
A. The ASCA National Model has four interrelated components that are foundation,
delivery system, management systems and accountability.
Choose only one response.
1. I do not feel confident about the ASCA National Model.
2. I feel a little confident in explaining the ASCA National Model to another
person.
3. I feel somewhat in explaining the ASCA National Model to another
person.
4. I feel moderate in explaining the ASCA National Model to a group of
people.
5. I feel very confident in explaining the ASCA National Model to a group of
people.

B. The Guidance Curriculum consists of lessons that are structured to help students
with aspiration through competencies by giving students the knowledge and skills
appropriate for their developmental level.
Choose only one response.
1. I do not feel confident about the Guidance Curriculum.
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2. I feel a little confident in explaining the Guidance Curriculum to another
person.
3. I feel somewhat in explaining the Guidance Curriculum to another person.
4. I feel moderate in explaining the Guidance Curriculum to a group of
people.
5. I feel very confident in explaining the Guidance Curriculum to a group of
people.
C. Individual Planning consist when the school counselors assist students with
establishing and develop their personal and future goals.
Choose only one response.
1. I do not feel confident about the Individual Planning.
2. I feel a little confident in explaining the Individual Planning to another
person.
3. I feel somewhat in explaining the Individual Planning to another person.
4. I feel moderate in explaining the Individual Planning to a group of people.
5. I feel very confident in explaining the Individual Planning to a group of
people.
D. Responsive Services consist of activities that meet the immediate needs of
students due to life events. The school counselor could do the following counsel,
consult with other counselors, refer students, and peer medication.
Choose only one response.
1. I do not feel confident about the Responsive Services.
2. I feel a little confident in explaining the Responsive Services to another
person.
3. I feel somewhat in explaining the Responsive Services to another person.
4. I feel moderate in explaining the Responsive Services to a group of people.
5. I feel very confident in explaining the Responsive Services to a group of
people.
E. Systems Support consist a school counseling program with administration and
management to establish, maintain and enhance the entire counseling program at
the school.
Choose only one response.
1. I do not feel confident about the Systems Support.
2. I feel a little confident in explaining the Systems Support to another
person.
3. I feel somewhat in explaining the Systems Support to another person.
4. I feel moderate in explaining the Systems Support to a group of people.
5. I feel very confident in explaining the Systems Support to a group of
people.
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F. Using data to drive the change within the school system that consist of assessing
the needs of the students.
Choose only one response.
1. I do not feel confident about data collecting and interpreting.
2. I feel a little confident in explaining data collecting and interpreting to
another person.
3. I feel somewhat in explaining data collecting and interpreting to another
person.
4. I feel moderate in explaining data collecting and interpreting to a group of
people.
5. I feel very confident in explaining data collecting and interpreting to a
group of people.
G. Non-counseling duties consist of school counselors doing the following:
registering and scheduling all students, testing coordinator, dentition room
coverage, disciplinarians, classroom subs, and clerical responsibilities
(maintaining student records, computing grade-point averages, record keeping,
etc.).
Choose only one response.
1. I do not feel confident about Non-counseling duties.
2. I feel a little confident in explaining Non-counseling duties to another
person.
3. I feel somewhat in explaining Non-counseling duties to another person.
4. I feel moderate in explaining Non-counseling duties to a group of people.
5. I feel very confident in explaining Non-counseling duties to a group of
people.
H. Case Manager duties consist of working with the special education department to
ensure their school is following students’ Individualized Education Plans (IEPs).
Choose only one response.
1. I do not feel confident about the Case Manager duties.
2. I feel a little confident in explaining the Case Manager duties to another
person.
3. I feel somewhat in explaining the Case Manager duties to another person.
4. I feel moderate in explaining the Case Manager duties to a group of
people.
5. I feel very confident in explaining the Case Manager duties to a group of
people.
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III.

Indicate the extent to which you had the opportunity to implement the following
during your internship:
A. The ASCA National Model has four interrelated components that are
foundation, delivery system, management systems and accountability.

1.
2.
3.
4.
5.

Choose only one response.
I was not able to talk about or implement the ASCA National Model at my
internship site.
I was able to talk about implementing the ASCA National Model at my
internship site.
I was able to talk about and plan, but not implement the ASCA National
Model at my internship site.
I was able to implement the ASCA National Model at my internship site.
I was able to implement and receive feedback on how I implemented the
ASCA National Model at my internship site.

B. The Guidance Curriculum consists of lessons that are structured to help
students with aspiration through competencies by giving students the
knowledge and skills appropriate for their developmental level.
Choose only one response.
1. I was not able to talk about implement the Guidance Curriculum at my
internship site.
2. I was able to talk about implementing the Guidance Curriculum at my
internship site.
3. I was able to talk about and plan, but not implement the Guidance
Curriculum at my internship site.
4. I was able to implement the Guidance Curriculum at my internship site.
5. I was able to implement and receive feedback on how I implemented the
Guidance Curriculum at my internship site.
C. Individual Planning consist when the school counselors assist students with
establishing and develop their personal and future goals.
Choose only one response.
1. I was not able to talk about or implement the Individual Planning at my
internship site.
2. I was able to talk about implementing the Individual Planning at my
internship site.
3. I was able to talk about and plan, but not implement the Individual
Planning at my internship site.
4. I was able to implement the Individual Planning at my internship site.
5. I was able to implement and receive feedback on how I implemented the
Individual Planning at my internship site.
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D. Responsive Services consist of activities that meet the immediate needs of
students due to life events. The school counselor could do the following
counsel, consult with other counselors, refer students, and peer medication.
Choose only one response.
1. I was not able to talk about or implement the Responsive Services at my
internship site.
2. I was able to talk about implementing the Responsive Services at my
internship site.
3. I was able to talk about and plan, but not implement the Responsive
Services at my internship site.
4. I was able to implement the Responsive Services at my internship site.
5. I was able to implement and receive feedback on how I implemented the
Responsive Services at my internship site.
E. Systems Support consist a school counseling program with administration and
management to establish, maintain and enhance the entire counseling program
at the school.
Choose only one response.
1. I was not able to talk about or implement the Systems Support at my
internship site.
2. I was able to talk about implementing the Systems Support at my
internship site.
3. I was able to talk about and plan, but not implement the Systems Support
at my internship site.
4. I was able to implement the Systems Support at my internship site.
5. I was able to implement and receive feedback on how I implemented the
Systems Support at my internship site.
F. Using data to drive the change within the school system that consist of
assessing the needs of the students.
Choose only one response.
1. I was not able to talk about or implement data at my internship site.
2. I was able to talk about implementing data at my internship site.
3. I was able to talk about and plan, but not implement data at my internship
site.
4. I was able to implement data at my internship site.
5. I was able to implement and receive feedback on data at my internship site.
G. Non-counseling duties consist of school counselors doing the following:
registering and scheduling all students, testing coordinator, dentition room
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coverage, disciplinarians, classroom subs, and clerical responsibilities
(maintaining student records, computing grade-point averages, record keeping,
etc.).
Choose only one response.
1. I was not able to talk about or implement the Non-counseling duties at my
internship site.
2. I was able to talk about implementing the Non-counseling duties at my
internship site.
3. I was able to talk about and plan, but not implement the Non-counseling
duties at my internship site.
4. I was able to implement the Non-counseling duties at my internship site.
5. I was able to implement and receive feedback on Non-counseling duties at
my internship site.
H. Case Manager duties consist of working with the special education department
to ensure their school is following students’ Individualized Education Plans
(IEPs).
Choose only one response.
1. I was not able to talk about or implement the Case Manager duties at my
internship site.
2. I was able to talk about implementing the Case Manager duties at my
internship site.
3. I was able to talk about and plan, but not implement the Case Manager
duties at my internship site.
4. I was able to implement the Case Manager duties at my internship site.
5. I was able to implement and receive feedback on how I implemented the
Case Manager duties at my internship site.

APPENDIX D
EMAIL INQUIRIES

January 2013
Dear department chair name,
My name is Chantelle M. Peterson; I am a doctoral candidate at Northern Illinois
University and a professional school counselor. I am conducting research on the perceptions of
school counselors-in-training of their school counseling academic preparation and training using
the ASCA National Model during their internship. There are many factors which influence
school counselors-in-training relative to their perceptions of the academic preparation and
training during their internship such as the following: school counseling curricula, developmental
learning process, and clinical experience. I will be using the School Counselor Activity Rating
Scale (SCARS) by Scarborough along with a demographic survey to collect information on how
confident and knowledgeable school counselors-in-training perceive their training on the ASCA
National Model and their ability to implement the model during internship. Potentially, this study
will afford school counseling programs additional insight into strategies for improving their
programs to meet the needs of their graduates.
In order to get an acceptable response rate, I want to collect data from school counselors in
training who have completed at least 300 hours of their internship. Therefore, I am asking that
participants might include students who are currently at this point in their internship or recent
graduates of your program. A recent graduate would be someone who has graduated within the
past 12 months.
The following is the criteria for students to complete the survey:
(1) A graduate student or a graduate from a 48 hour accredited School Counseling
Program within the state of Illinois
(2) Completed over a year of coursework
(3) Currently completing or had completed within the past year a school counseling
internship in an elementary, middle, alternative and/or high school building
(4) Completed at least 300 internship hours
(5) Supervised by a site supervisor who is identified as a Professional School Counselor
holding a state of Illinois, Board of Education, Type 73 certificate in school counseling.
As a faculty in your school counseling program, I am requesting that you would forward
the attached email to school counselors in training who are in internship and have completed at
least 300 hours and to graduates of your school counseling program. The email includes an
invitation to participate, informed consent form, an explanation of the study and a link to survey
monkey where the participant would go to complete the study. The survey will take
approximately 30 minutes to complete and all responses will remain strictly confidential. All
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data will be reported in aggregated format and no individual information will be reported. The
survey is located on line at http;//surveygizmo.com and your username is _________.
I would be grateful for any influence you can give to help motivate your intern or
graduate to participate in the study. Please email me an estimate of individuals you are planning
to email on participating in this study and let me know if you have any questions at
chantellempeterson@gmail.com or the director of my dissertation, Dr. Teresa Fisher at NIU at
tafisher@niu.edu or 815-753-8343.
Thank you again for your consideration.
Chantelle M. Peterson, LCPC, NCC
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Second request
January 2013
Dear department chair name,
My name is Chantelle M. Peterson; I am a doctoral candidate at Northern Illinois
University and a professional school counselor. I recently sent you a request to encourage School
Counselors-in-Training to participate in a survey measuring the perceptions of school counselorsin-training of their school counseling academic preparation and training using the ASCA
National Model during their internship. The purpose of this letter is to reiterate that request.
Following are the criteria for appropriate respondents:
(1) A graduate student or a graduate from a 48 hour accredited School Counseling
Program within the state of Illinois
(2) Completed over a year of coursework
(3) Currently completing or had completed within the past year a school counseling
internship in an elementary, middle, alternative and/or high school building
(4) Completed at least 300 internship hours
(5) Supervised by a site supervisor who is identified as a Professional School Counselor
holding a state of Illinois, Board of Education, Type 73 certificate in school counseling.
The survey is located online at http;//surveygizmo.com and your username is ________.
The data will be downloaded from their server and analyzed by me. The survey will take
approximately 30 minutes to complete. Responses will remain strictly confidential. All data will
be reported in aggregates, and no individual information will be reported.
The informed consent is online and explains the survey further. Please let me know if you
have questions. You may contact me at chantellempeterson@gmail.com or (773) 655-0142.
Thank you again for your consideration.
Chantelle M. Peterson, LCPC, NCC

APPENDIX E
RESEARCH CONSENT FORM

I agree to participate in the research project titled School Counselors-in-Training (SCIT)
Perceptions of Their Academic Preparation and Training Using the ASCA National Model
During Internship study investigating SCIT perception related topics being conducted by
Chantelle M. Peterson, doctorate candidate at Northern Illinois University in the Counseling
Education & Supervision Department. I have been informed that the purpose of the study is to
survey SCIT on their experience on how they develop in their school counseling program in
order to better serve them.
I understand that if I agree to participate in this study, I will be asked to complete a
survey that consists of items related to my career development. The survey is expected to take
approximately 30 minutes to complete depending on the individual.
I am aware that my participation is voluntary and may be withdrawn at any time without
penalty or prejudice, and that if I have any additional questions concerning this study, I may
contact Chantelle M. Peterson, LCPC, NCC at chantellempeterson@gmail.com or (773) 6550142 or the director of my dissertation, Dr. Teresa Fisher at NIU at tafisher@niu.edu or 815753-8343. I understand that if I wish further information regarding my rights as a research
subject, I may contact the Office of Research Compliance at Northern Illinois University at (815)
753-8588.
I understand that the intended benefits of this study include assisting in contributing
knowledge to the field of counseling.
I have been informed that there are not reasonably foreseeable risks involved with my
participation in this study. I understand that all information gathered during this experiment will
be kept confidential. My name will not appear on any survey or research records. All of the data
will be stored on computers in a locked office with limited access.
I realize that Northern Illinois University policy does not provide for compensation for,
nor does the University carry insurance to cover injury or illness incurred as a result of
participation in University sponsored research projects.
I understand that my consent to participate in this project does not constitute a waiver of
any legal rights or redress I might have as a result of my participation, and I acknowledge that I
have received a copy of this consent form.
By completing the online survey means that the research study, including the above information,
has been described to and that you voluntarily agree to participate.
Check the box if you agree to the informed consent. By check this box, you are
agreeing to the informed consent and the survey will begin.

APPENDIX F
t-TEST RESULTS

Counseling Activities (Actual and Prefer) N= 153
Counseling Activities
1. Counsel with students regarding personal/family
concerns (Actual)
Counsel with students regarding personal/family
concerns (Prefer)
2. Counsel with students regarding person/family
behavior (Actual)
Counsel with students regarding school behavior
(Prefer)
3. Counsel students regarding crisis/emergency
issues (Actual)
Counsel students regarding crisis/emergency issues
(Prefer)
4. Counsel students regarding relationships (e.g.,
family, friends, romantic) (Actual)
Counsel students regarding relationships (e.g.,
family, friends, romantic) (Prefer)
5. Provide small group counseling addressing
relationship/social skills (Actual)
Provide small group counseling addressing
relationship/social skills (Prefer)
6. Provide small group counseling for academic issues
(Actual)
Provide small group counseling for academic issues
(Prefer)
7. Conduct small group regarding family/personal
issues (e.g., divorce, death) (Actual)
Conduct small group regarding family/personal
issues (e.g., divorce, death) (Prefer)
8. Conduct small group counseling for students
regarding substance abuse issues (own use of
family/friend use) (Actual)
Conduct small group counseling for students

Mode

Mean

Median

4

3.31

3

4

3.98

4

4

3.39

3

4

4.01

4

3

3.04

3

4

3.90

4

4

3.27

3

4

3.93

4

4

3.10

3

4

4.01

4

4

3.14

3

4

3.96

4

3

3.03

3

4

3.83

4

4
4

2.82
3.71

3
4
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Counseling Activities
regarding substance abuse issues (own use of
family/friend use) (Prefer)
9. Follow-up on individual and group counseling
participants (Actual)
Follow-up on individual and group counseling
participants (Prefer)
10. Counsel students regarding academic issues
(Actual)
Counsel students regarding academic issues (Prefer)
Actual Composite Score
Prefer Composite Score

Consultation Activities (Actual and Prefer) (N = 153)
Consultation Activity
1. Consult with school staff concerning student
behavior (Actual)
Consult with school staff concerning student
behavior (Prefer)
2. Consult with community and school agencies
concerning individual students (Actual)
Consult with community and school agencies
concerning individual students (Prefer)
3. Consult with parents regarding child/adolescent
development issues (Actual)
Consult with parents regarding child/adolescent
development issues (Prefer)
4. Coordinates referrals for students and/or families
to community or education professionals (e.g.,
mental health, speech, pathology, medical
assessment (Actual)
Coordinates referrals for students and/or families
to community or education professionals (e.g.,
mental health, speech, pathology, medical
assessment (Prefer)
5. Assist in identifying exceptional children (special
education) (Actual)

Mode

Mean

Median

4

3.21

3

4

3.92

4

4
4
4
4

3.41
3.92
3.17
3.92

3
4
3
4

Mode

Mean

Median

3

2.88

3

4

3.79

4

3

2.62

3

4

3.70

4

2&3

2.61

3

4

3.69

4

3

2.45

2

4

3.55

4

1

2.31

2
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Consultation Activity
Assist in identifying exceptional children (special
education) (Prefer)
6. Provide consultation for administrators (regarding
school policy, programs, staff and/or students)
(Actual)
Provide consultation for administrators (regarding
school policy, programs, staff and/or students)
(Prefer)
7. Participate in term/grade level/subject team
meetings (Actual)
Participate in term/grade level/subject team
meetings (Prefer)
Actual Composite Score
Prefer Composite Score

Mode

Mean

Median

3

3.38

3

1

2.15

2

3

3.61

4

3

2.64

3
4

4

3.73

3
4

2.52
3.63

3
4

Mode

Mean

Median

3

2.58

3

4

3.70

4

3

2.51

2

4

3.74

4

2&3

2.48

2

4

3.71

4

3

2.52

3

4

3.70

4

Curriculum Activities (Actual and Prefer) N= 153
Curriculum Activity
1. Conduct classroom activities to introduce
yourself and explain the counseling program
to all students (Actual)
Conduct classroom activities to introduce
yourself and explain the counseling program
to all students (Prefer)
2. Conduct classroom lessons addressing career
development and the world of work (Actual)
Conduct classroom lessons addressing career
development and the world of work (Prefer)
3. Conduct classroom lessons on various
personal and/or social traits (e.g.,
responsibility, respect, etc.) (Actual)
Conduct classroom lessons on various
personal and/or social traits (e.g.,
responsibility, respect, etc.) (Prefer)
4. Conduct classroom lessons on relating to
others (family, friends) (Actual)
Conduct classroom lessons on relating to
others (family, friends) (Prefer)
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Curriculum Activity
5. Conduct classroom lessons on personal
growth and development issues (Actual)
Conduct classroom lessons on personal
growth and development issues (Prefer)
6. Conduct classroom lessons on conflict
resolution (Actual)
Conduct classroom lessons on conflict
resolution (Prefer)
7. Conduct classroom lessons regarding
substance abuse (Actual)
Conduct classroom lessons on conflict
resolution (Prefer)
8. Conduct classroom lessons on personal safety
issues (Actual)
Conduct classroom lessons on personal safety
issues (Prefer)
Actual Average
Prefer Average

Coordination Activities (Actual and Prefer) (N = 153)
Coordination Activity
1. Coordinate special events and programs for school
around academic, career, or personal/social issues
(e.g., career day, drug awareness week, test prep)
(Actual)
Coordinate special events and programs for school
around academic, career, or personal/social issues
(e.g., career day, drug awareness week, test prep)
(Prefer)
2. Coordinate and maintain a comprehensive school
counseling program (Actual)
Coordinate and maintain a comprehensive school
counseling program (Prefer)
3. Inform parents about the role, training, program, and
interventions of a school counselor within the
context of your school (Actual)
Inform parents about the role, training, program, and

Mode

Mean

Median

3

2.57

3

4

3.70

4

2&3

2.48

2

4

3.65

4

2

2.22

2

3

3.40

3

2

2.22

2

3

3.55

3

3
4

2.45
3.64

2
4

Mode

Mean

Median

3

2.59

3

3

3.46

3

3

2.57

3

3

3.64

4

3
4

2.46
3.65

2
4
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Coordination Activity
interventions of a school counselor within the
context of your school (Prefer)
4. Conduct or coordinate parent education classes or
workshops (Actual)
Conduct or coordinate parent education classes or
workshops (Prefer)
5. Coordinate school-wide response for crisis
management and intervention (Actual)
Coordinate school-wide response for crisis
management and intervention (Prefer)
6. Inform teachers/administrators about the role,
training, program, and interventions of a school
counselor within the context of your school (Actual)
Inform teachers/administrators about the role,
training, program, and interventions of a school
counselor within the context of your school (Prefer)
7. Conduct or coordinate teach in-service programs
(Actual)
Conduct or coordinate teach in-service programs
(Prefer)
8. Keep track of how time is being spend on the
functions that you perform (Actual)
Keep track of how time is being spend on the
functions that you perform (Prefer)
9. Attend professional development activities (e.g.,
state conferences, local in-service) (Actual)
Attend professional development activities (e.g.,
state conferences, local in-service) (Prefer)
10. Coordinate with an advisory team to analyze and
respond to school counseling program needs
(Actual)
Coordinate with an advisory team to analyze and
respond to school counseling program needs (Prefer)
11. Formally evaluate student progress as result of
participation in individual/group counseling from
student, teacher and/or parent perspectives (Actual)
Formally evaluate student progress as result of

Mode

Mean

Median

1

2.03

2

4

3.47

4

1

1.82

2

4

3.52

3

2

2.14

2

4

3.56

4

2

2.04

2

4

3.52

4

3

2.95

3

4

3.66

4

3

3.33

3

4

4.06

4

2

2.08

2

4

3.74

4

2
4

2.31
3.69

2
4
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Coordination Activity
participation in individual/group counseling from
student, teacher and/or parent perspectives (Prefer)
12. Conduct needs assessments and counseling program
evaluations from parents, faculty, and/or students
(Actual)
Conduct needs assessments and counseling program
evaluations from parents, faculty, and/or students
(Prefer)
13. Coordinate orientation process/activities for students
(Actual)
Coordinate orientation process/activities for students
(Prefer)
Actual Composite Score
Prefer Composite Score

Non-Guidance Activities (Actual and Prefer) (N = 153)
Other Non-Guidance Activity
1. Participate on committees within the school
(Actual)
Participate on committees within the school
(Prefer)
2. Coordinate the standardized testing program
(Actual
Coordinate the standardized testing program
(Prefer)
3. Organize outreach to low income families (e.g.,
Thanksgiving dinners, holiday families) (Actual)
Organize outreach to low income families (e.g.,
Thanksgiving dinners, holiday families) (Prefer)
4. Respond to health issues (e.g., check for lice, eye
screening, 504 coordination) (Actual)
Respond to health issues (e.g., check for lice, eye
screening, 504 coordination) (Prefer)
5. Perform hall, bus, cafeteria duty (Actual)
Perform hall, bus, cafeteria duty (Prefer)

Mode

Mean

Median

3

2.69

3

4

3.69

4

3

2.61

3

4

3.58

4

3
4

2.43
3.63

2
4

Mode

Mean

Median

2

2.63

3

3

3.70

3

4

3.70

4

2

2.50

2

2

2.71

3

3

2.82

3

1

1.82

1

1
1
1

1.31
2.49
1.38

1
3
1
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6. Schedule students for classes (Actual)
Schedule students for classes (Prefer)
7. Enroll students in and/or withdraw students
(Actual)
Enroll students in and/or withdraw students
(Prefer)
8. Maintain/complete educational records/reports
(cumulative files, test scores, attendance reports,
drop-out reports (Actual)
Maintain/complete educational records/reports
(cumulative files, test scores, attendance reports,
drop-out reports (Prefer)
9. Handle discipline of students (Actual)
Handle discipline of students (Prefer)
10. Substitute teach and/or cover classes for teachers
at your school (Actual)
Substitute teach and/or cover classes for teachers
at your school (Prefer)
Actual Composite Score
Prefer Composite Score

4
1

3.15
1.94

4
2

4

3.25

4

1

2.02

2

4

3.44

4

1
1
1

2.01
2.17
1.31

2
2
1

1

2.47

2

1

1.12

1

1
1

2.78
2.01

4
1

